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This study investigated teachers’ perceptions ofAfrican-American male students.
Specifically, this study was designed to determine whether perceptions were related to
teachers’ gender, age, race, family backgroimd, educational level completed, family location
and teaching experience. The research design used for this study was the nonexperimental
descriptive design. This stwfy used the descriptive form ofthe nonexperimental design which
uses numbers to characterize individuals.
The research questions were answered via survey researchmethodology. The study
attempted to determine teacher perceptions ofmale students according to ethnicity. A teacher
questionnaire and a demographic survey were used to analyze data gathered from nineteen
elementary schools.
The conclusions drawn from the findings suggest, in general, teachers have a more
positive evaluation ofAsian and Caucasianmale students than male students of the African-
American race. The difference in the means between the evaluation ofAsian and Caucasian
students compared toAfrican-Americanmale students was statistically different in the areas
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of receiving less parental support, least likely to ask questions when he does not understand,
least able to make decisions regarding things that affect him least likely to be quiet in class,
speaking in turn and talk appropriately. Teachers on the other hand perceived African-
American male students’ company was soughtmore by their peers.
Teachers’ gender, age, race, family background, educational level completed, family
location and teaching experience were all significant at the .05 significant level. The social
characteristics ofthe teachers weighed heavily on how African-Americanmale students were
perceived. The conclusion ofthese data also implied that all teachers, regardless ofthe racial
composition of the student body of the school in which they were located, held the same
perception ofAfrican-Americanmale students when compared to the students ofother racial
groups.
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For centuries African-Americans have struggled to achieve equity in an elitist school
system. African-American males, in particular have suffered high rates of disciplinary and
suspension situations, dropout or push-out and lack of progress into higher education. In
spite of early school leaving situations, African-American males, compared to other racial
groups, are least likely to become unemployed due to dropout situations. The Education
Digest (1997) reported in comparison to Caucasians, Hispanics, Asians and American Indians,
more African-American 12th graders worked more than forty hours a week than any other
racial group. Despite these favorable statistics African-American males are challenged in all
areas of life on a daily basis. According to Quillian (1996) one out of four African-American
males are more likely to drop out of school and have a better chance ofgoing to jail than to
college. According to Holhut (1996), the incarceration rate for African-American males is
the highest in the world and each year the numbers and rates increase. The Atlanta Journal
Constitution (1998) reported out of2,374 juveniles ages 12 to 17 arrested for violent crimes,
79.6% were black. The life expectancy ofAfrican-American males is decreasing, while it is
increasing for all other males and females regardless of race. McKennan (1997) states
national statistics show the rate of suicide for black males ages 10 to 19 increased by 114
percent nationwide from 1980 to 1995. An African-American male will likely find it more
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difficult to get a bank loan, rent an apartment or buy a home. He will likely encounter
discrimination in almost every setting due to the perception of others. In this instance,
perception is very dangerous for it gives a prejudged view of someone before that person has
the opportunity to prove himself
Teachers are thought of as possessing skills in human relations, being able to work
effectively with children and having the ability to motivate different types of learners to
achieve their highest level. In a multicultural school setting, teachers have an added
responsibility of recognizing cultural difference, which in turn, demands the establishment of
a supportive climate which encourages students from all cultures to learn. The supportive
climate can be classified as a major challenge for many teachers. Teachers who possess
prejudicial attitudes frequently translate them into discriminatory behavior which adversely
affects African-American male students.
Teacher attitudes and opinions regarding students have a significant influence on their
success in school. What the teacher perceives about the student can be an important factor
that influence the students’ learning and school attitudes. Rosenthal’s (1968) “Self-Fulfilling
Prophecy” reported that teachers’ expectations not only produce measurable performance
change in children, but that these expectations were communicated to the students in subtle
vocal and visual nuances ofwhich teachers were unaware. Gordon (1997) states teachers
have come to the profession with their own historical and cultural baggage and ideology. In
many instances, the choice administrators and central office personnel make not to preservice
and inservice teachers on this cultural group unwittingly reinforces stereotypes and prejudices
about students based on race, class or gender. Perceptions ofAfrican-American males can
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be very damaging not only to the group, but society at large. The major premise for this
study was that teachers make educational value judgements of children on the basis of
ethnicity, socioeconomic status, appearance and other conditions which are not related to the
child’s ability to learn.
Purpose of the Study
The purpose ofthis study was to investigate teacher perceptions ofAfrican-American
male students. Specifically, this study was designed to determine whether perceptions were
related to teachers’ gender, age, race, family background, educational level completed, family
location and teaching experience. The results of this study could also assist in developing
strategies to enable teachers to interact more effectively with Afiican-American male students.
Background of the Problem
Prejudicial attitudes frequently translate themselves into discriminatory behavior
adversely affecting members ofminority groups. Pinkney (1985) states that for centuries
blacks in the United States have been depicted in all institutions as somewhat less than human
and it is understandable that these views have been internalized by the vast majority ofwhite
people. According to Staples (1982), the images and stereotypes of the Afncan-American
males are the sexual superstud, the athlete and the rapacious criminal. This is how the
Afiican-American male is perceived in society and interpreted in the dominant media. Gordon
(1997) reported as members of society, teachers have come to the profession with their own
historical and cultural baggage and ideology about African-American males.
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Dusek (1985) reported the teacher expectancy theory which states that teachers form
expectations for student achievement and thus treat students differently because of these
expectations. Over time, students begin to behave in ways that are consistent and reinforcing
of the teacher’s expectations. This causes behavior that results in either positive or negative
outcomes related to academic achievement, self-concept, motivation, aspirations, conduct and
teacher-student interactions.
The research literature tends to support this perspective on the differential treatment
of students. Graybil (1997) states that white teachers, conditioned by their upbringing and
the negative stereotypes still reinforced in the media, continue to make negative assumptions
about the behavior of non-white students. Teachers reacting in this manner reinforce this
behavior on a daily basis in classes across America. When black students “misbehave” in
class, white teachers take no chances, think the worst and throw the troublemakers out often
in Educable Mentally Retarded (EMR), special education or slow learner classes. Horgan
(1995) states that this situation is most likely to occur most often with Afiican-American
males. Superintendents, executive directors and administrators need to be aware that this
type of teacher behavior has added to the declining numbers of educated Afiican-American
children.
According to Reed (1988), African-American males are frequently the victims of
negative attitudes and lowered expectations from teachers, counselors and administrators.
African-American males are much more likely to be placed in classes for the educable
mentally retarded and for students with learning disabilities than in gifted and talented classes.
Reed further states that Afiican-American males are more likely to be placed in general
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education and vocational high school curricular tracks than in an academic track and this
group is also suspended from school more frequently and for longer periods of time than any
other student groups. Statistics from the1997 Educational Digest have proven that
disciplinary and suspension rates along with expulsions and dropouts among African-
American male students are severely disproportionate. The problem to be investigated in this
study was to determine the effects ofteachers’ perception ofAfrican-American male students.
Coleman (1986) reported that low income and minority students are more teacher
dependent and are more likely to hold the teacher in high esteem than middle-class students.
Unfortunately, teachers may not reciprocate, preferring children who are more Anglo and
middle-class (Peck, Manning, and Buntain, 1977). Bruno and Doscher (1981) found that the
higher the percentage ofAfrican-American students in a school, the less attractive the school
was described by teachers and the higher the number of requests for teacher transfers. The
problem investigated in this study focused on the findings that among African-American male
students, a significant number are more likely to be suspended and more likely to drop out of
high school before graduation than are their white male counterparts.
Kunjufu (1990) cites the public school as being the most flagrant institution which
contributes to the destruction ofAfrican-American boys. In many instances, administrators
make the choice not to preservice and inservice teachers on this cultural group. This
reinforces stereotypes and prejudices about these students based on race and socioeconomic
status. Perceptions ofAfiican-American males can be very damaging to them and society at
0
large.
The Fulton County School System’s Iowa Test ofBasic Skills (ITBS) test proves
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northern schools, ofwhich the racial population is majority Caucasian, Asian and Hispanic,
have higher scores. The southern schools, of which the racial composition is majority
African-American, scores are trailing far behind. Is this due to teacher perception?
According to Fulton County’s Fingertip Facts (1997), twelve percent of the system’s
total estimated revenues goes to supplies and services. The services Fulton County provided
for their staffdid not include multicultural awareness or African Infusion projects. The Office
of StaffDevelopment reported that their teaching staff in the past five years have not been
trained in any cultural awareness projects accept for English as a Second Language Programs
(ESL).
Statement of the Problem
Teachers are thought to be responsible for establishing a climate conducive to
learning, responding to the needs of the individual learner and for encouraging each student
to achieve to the fiillest level ofpotential. This research determined if teacher’s gender, age,
race, family background, educational level completed, family location and teaching
f
experience had an impact on determining their perception of African-American male students.
The role teachers play in the school performance of students is central and critical.
Teachers’ personal and cultural attributes, as well as, their attitudes and behaviors are
important to a student’s progression. Teachers influence student achievement, their cognitive
development, self-concept and attitudes as well. Irvine (1991) states that students identify
teachers as significant others in their lives. Teachers’ perception can determine, to a large
extent, how a student feels about himself According to Irvine, teachers’ perception of their
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students have been found to be highly correlated with the student’s self-concept. Many
children who believe that they are not liked by their teachers do not like themselves or school.
Irvine further states that these students feel isolated, discouraged and eventually fail
academically.
Significance of the Study
Many studies have pathologized African-American male students. Fewer have
examined structural issues that provide obstacles to these students academic success. This
study was significant in that regard. It addressed structural issues without continuing the
pathological perspective. The findings of this study could be beneficial to the field of
education in the area of teacher perception for there are only minimal studies that have
examined this issue. This research could make teachers aware of the perceptions they have
ofAfiican-American male students. The awareness would be beneficial particularly in cases
where interracial behavior patterns and attitudes create conflict between teachers and then-
students.
The results of this study may provide insight which can be used to develop more
effective teacher training programs. These training programs could involve preservices or
inservices on this cultural male group. These programs could also reduce the negative impact
ofteacher attitudes towards Afiican-American male students. This research could be further
used to add to the body of knowledge in the area of teachers’ perception. Furthermore, this
study could show a relationship between teacher perception of Afi-ican-American male
students and teacher demographics.
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Research Questions
The purpose of this research was to examine teachers’ perception of African-
American male students. The questions answered in this study include:
1. How do teachers perceive African-American male students?
2. Do teachers perceive African-American male students differently than females
or other ethnic male groups?
3. Do the social characteristics of teachers, i.e., gender, age, race, family
background, educational level completed, family location and teaching
experience influence their perception ofmale students?
4. Does location of school have any effect on the perception ofAfrican-American
male students?
Summary
Young African-American males in contemporary American society face major
challenges to their development and well-being. Social and economic indicators ofAfrican-
American males development provide a profile of an individual whose quality of Ijfe is in
serious jeopardy. From an early age, it has become increasingly apparent that Afiican-
American males are confronted with a series ofobstacles in their attempts to attain academic,
career and personal-social success.
This study attempted to give proof of the perceptions teachers have of Afncan-
American male students. There are numerous negative statistics surrounding this group which
has proven to be a detriment to the young black males. Shocking statistics indicate African-
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American males are more likely to drop out of school and have a better chance ofgoing to
jail than to college. Educated African-American males are becoming extinct. Statistics prove
more are behind prison walls than the walls ofcolleges and universities. Is this because of the
negative perceptions of teachers and others in society? This study attempted to investigate
the teachers’ perception of African-American male students.
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CHAPTER II
REVIEW OF THE RELATED LITERATURE
Overview
The purpose of this study was to examine teacher perception ofAfrican-American
male students in an urban school system. This chapter is divided into areas of related research
concerning teachers’ perception of African-American male students. The first section is
teacher perception and how it relates to the achievement ofAfrican-American male students.
The next section will be a review of the literature pertaining to social and school trends
African-Americans face in economical and educational society. Proceeding will be the
psychological portrait of African-American male adolescents section. Lastly, literature
pertaining to teacher perception ofAfrican-American male students will be reviewed. These
sections will provide the theoretical framework which was the driving force of this study.
Teacher Perception and Student Achievement
Johnson (1994) examined the relationship of selected personal variables and academic
achievement of low socioeconomic status African-American male students. Factors which
contributed to the failure ofAfrican-American male students were family structure, number
of siblings, educational level of parents, family meals not eaten together, no clearly defined
parent rules in the home, poor school attendance, the lack of reading materials other than
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school work, number ofhours per day spent watching television, time spent home alone after
school before parents arrive (latchkey), no church attendance and discipline history.
Johnson’s findings concluded that Afncan-American male students who had regular school
attendance, exhibits the least disruptive behavior and those who had the fewest number of
siblings and the earliest birth order, experienced the greatest academic success.
Through narrative inquiry Ross (1995) identified factors that led to the successful
achievement of seventeen Afiican-American male students at a 116 year old historically black
college. The study’s primary thrust was to document the factors that lead to African-
American students success and the second purpose was to determine ifpositive role.models
for African-American male adolescents do exist. Factors that contributed to the success of
the Afiican-American male college students according to Ross were family, which was the
most relevant factor in the student’s lives, religion as an important support system and bond,
the existence within them of a burning desire to achieve, their selection of choices which are
goal-oriented, for example, their education, evidence of their determination, hard work,
coping skills and resilience, a strong desire among them to serve as role models in the
community and desire on their part to “give back” and inspire younger African-American
males to achieve. Nurturing was at the center of the young Afncan-American males’ ability
to cope and to survive his obstacles, many ofwhich are a part ofhis daily environment. An
analysis of this study shows that a supportive environment which includes the family, church
and school is necessary for the young African-American male.
Williams (1991) identified and described selected academic motivators that seemed
related to the academic behavior of ten African-American male students attending a
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predominantly white Midwest urban high school. This qualitative research emerged themes
that focused on teacher behaviors, task structure, self-blame and peer influence. The unstated
thematic web in the respondents’ statements suggest a need for self-esteem within the school
environment which leads to a sense ofcontrol or mastery of the environment states Williams.
The findings were; 1) the need for peer acceptance and approval which can be a negative
academic motivation when the peer group’s value system is antithetical to the values of the
classroom and the larger society; 2) the affect ofa “good” teacher, being one who challenges,
explains until the student understands and shows respect toward the student; and 3) the extent
to which these students viewed themselves as self-determining and less reliant on peers for
acceptance and approval which served as the most important motivator related to positive
academic behaviors.
Kennedy (1992) researched a multilevel modeling strategy which identified school
characteristics linked to school achievement and the relationship between student achievement
and student background, educational expectations and classroom participation. The subjects
were 2,356 black and white male students in seventy-six elementary schools. The results
revealed the groups did not differ in many of the areas, however, the correlations revealed
several interesting distributions. First, the link between achievement and socioeconomic
status was twice as strong for white males as black males. Also, the educational expectations
that white males expressed were more strongly related to socioeconomic status which was
not true for black males. The results suggested that the educational experience ofwhite males
may be heavily influenced by socioeconomic status background, whereas those of black males
may be more responsive to the particulars of a given school setting.
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According to Kunjufu (1990), African-American males begin school in kindergarten
highly motivated and interested in learning. By the fourth grade, the enthusiasm and
excitement about school is defeated. It is at that point when African-American males begin
a gradual decline in academic achievement that lasts throughout their educational careers.
Simmons-Nnamdi (1995) states two proposed reasons why African-American males are
afflicted with academic failure which are, culture shuns, which is the ridicules of academic
achievement among its members as being something negative and two, that the particular
learning styles ofAfrican-American males are primarily in direct opposition to the common
style of teaching in the public schools.
Murrell (1996) framed the educational problem of African-American males being
seriously and dramatically under served by public schools in the United States. Exploration
of this problem involved an ethnographic study of middle school mathematics instruction
directed at African-American male students at risk of academic failure. An important
principle for responsive teaching for African-American male students is that the instructional
practices designed to bring about conceptual understanding must be grounded in the
organization of activity settings in the classroom, not merely in the classroom discourse.
Learning activities should be structured by action, not merely verbal direction. This means
that teachers must realize that learning requires doing. Relinquishing the assumption that
conceptual understanding can be imparted to youngsters through talk, requires that learning
achievements be based on the demonstration ofunderstanding rather than merely the display
of knowledge through talk and find ways to align the high achievement ofAfncan-American
male students with authentic demonstrations ofunderstanding.
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Davis (1994) conducted research in the area ofthe effects of school context, structure
and experiences on African-American males in middle and high school. This study showed
how schools structuring African-American male students’ opportunities to learn, influenced
academic achievement. Educational experiences often serve as antecedents to many of the
social and economic ills students face later in life. Davis further states inequities in schooling
experiences have potentially broad consequences for Afiican-American male students’ future
educational attainment, employment and family relations. The techniques used to facilitate
teaching to this group of students were of great importance in order for there to be an
increase in academic achievement.
Brown (1994) describes techniques that have been employed to improve the
achievement ofAfiican-American males in San Diego city schools. A technique that was
utilized was the creation of a program titled “Improving the Academic Achievement of
African-American Male Students (lAAAAMS).” The lAAAAMS program was a group
created for Afiican-American male students which targeted their need to belong and
educational demands. This program validated success, for all objectives were met and there
were measures of improved educational categories for the African-American male youth.
Afiican-American males have a desire and need to belong. The success of the lAAAAMS
program is an example of positivity that can occur if this group is given the attention for
which they yearn.
Social Trends
The National Crime Victimization Survey (NCVS), which is an ongoing survey of
United States residents age twelve or older, reported in 1992 Afiican-American males ages
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12 to 24 experienced violent crimes at a rate significantly higher than the rates for other age
or racial groups. Afiican-American males between the ages of 16-19 were particularly at-risk.
Their violent victimization rate was almost double the rate for white males and three times
that for white females in the same age range. According to the NCVS, the most serious
violent crimes included rape, robberies and aggravated assault. These crimes comprised sixty
percent of all violent victimizations ofAfiican-American males ages 12 to 24 in 1987 and
sbcty-five percent in 1992. Among the victims of violence age 12 to 24, eighty-two percent
ofthe victimizations ofAfiican-American males and seventy-one percent of the victimizations
ofwhite males involved an offender or offenders of the same race.
Even though Afiican-American males ages 12 to 24 represent 1.3% of the population,
the Federal Bureau of Investigation’s Uniform Crime Report (UCR) 1992 data showed that
they experienced 17.2% of single victim homicides. This translates to a homicide rate of
114.9 per 100,000 Afiican-American males in this age group range according to NCVS.
Afiican-American males in the 12 to 24 age range were almost fourteen times as likely to be
homicide victims as were members of the general population.
School Trends
The Educational Digest (1997) researched compelling areas which proved differential
treatment ofAfiican-American male students. Only 0.4% ofpublic school teachers and 0%
of private school teachers felt multicultural awareness or understanding was an important
goal. Only 5.5% ofpublic school teachers and 0.8% ofprivate school teachers viewed racial
tension as a serious problem. In 1996, 83.1% black nine year old students only had the ability
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to follow briefwritten directions and carry out simple and discrete reading tasks. African-
American thirteen year olds rated 99.4% and 99.8% ofAfrican-American seventeen year olds.
The Annual Gallup Poll of the Public’s Attitudes Toward the Public Schools produced
by Phi Delta Kappan (1996) stated items most frequently cited by the general public as a
major problem facing the local public schools. The three major problems were the use of
drugs, lack of discipline and fighting to include gangs. From all the discipline referrals
submitted African-American males comprised seventy-five percent or more while being the
lowest racial group of the report. Teacher’s perception about the serious problems in their
schools varied from that ofpublic attitudes.
The U. S. Department ofEducation, National Center for Education Statistics (1994)
indicated that teacher’s perceived lack ofparental involvement, students unprepared to learn
and poverty as being the three major problems in public schools. The National Assessment
of Educational Progress (1994) reported African-American fourth graders in the state of
Georgia scored the lowest of all ethnic groups in reading proficiency. The National
Assessment ofEducational Progress (1996) reported Afiican-American fourth graders scored
the lowest in writing, history, geography and mathematics. Forty-four percent ofAfrican-
American fourth graders spent a half hour or less on homework each day and forty-two
percent watched six hours or more of television daily.
Psychological Portrait ofAfiican-American Male Adolescents
In today’s society, African-American male adolescents are faced with sociocultural,
academic and economic dilemmas. The consequences of not eradicating such problems
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present physical and psychological obstacles for accomplishing goals of later life stages. To
understand the traumatic outcomes that are often associated with young adulthood for
African-American males, it is important to examine the role of the adolescent stage of
development. Role strains and related psychosocial problems do not just occur at a point in
time. Rather, they evolve out of interactions between past role experiences, immediate role
barriers and adoptive efforts states Harris (1995).
Several tasks must be completed by adolescents as they move from one stage in the
life cycle to the next. According to Harris, the psychological task of the Afncan-American
adolescent includes separation and emancipation from family, formation of a sense of self,
consolidation of ethical and moral values and the selection of a career, occupation or work
role. Additional tasks pertain to the need to establish relationships and to find a plkce in a
community that generates a sense of belonging.
Limited opportunities for Afiican-American academic masters are evident because of
the disproportionate placement in remedial and special education courses, lower grades, more
frequent and severe forms of discipline and a greater number of expulsions and suspensions
than their female counterparts. Harris further states an absence ofpositive feedback from the
academic environment and the media, combined with frequent observations ofviolence and
the incarceration of fiiends, generates a pervasive sense ofpessimism toward the future. Even
for the Afiican-American male youth who show academic competence, experiences with
mainstream institutions often lead to the conclusion that mastery can never actually be
attained because of a “glass ceiling” based on racial background.
Hopson (1993) conducted a study whose purpose was to provide empirical evidence
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about the psychological and mental health status of the African-American male in the public
school setting and investigate the forces and social context that mold the self-concept and
experiences of the African-American male student. Hopson states, it was quite evident that
for most of the eight young black males in this study, race and stigma perceptions had
negatively influenced their feeling of value in the school environment. Those experiences
were defined or redefined through identified attributes of reality of the African-American male
students which were in conflict with the existing paradigm or public school model. From
Hopson’s observation it should be clear that the teaching of character development and the
building ofself-esteem should be included in the school curriculum, which would in turn assist
students in developing strong self-concepts.
Gusby (1990) explored the cultural differences of Afiican-American male learners
which were a direct result of the academic and ethnic socialization process. According to
Gusby, too often the association ofAfiican-Americans in relationship to Africa is ignored or
viewed only in terms of the slave era or jungle-like mentality, which in essence, leaves very
little possibility ofthe learner to acquire a healthy perspective of his future and self-identity.
Teachers and administrators alike are to be challenged to understand that the more confidence
they have in believing that African-American male students, regardless of race, disciplinary
problems or family background are capable of high achievement and displaying positive
classroom behavior. Gusby’s final analysis is that the exclusion ofAfrica’s past, present and
future, serves as a mechanism ofdestruction in terms of the African-American male learner’s
knowledge ofwho he is, where he came from and what he can become.
In another study designed to shed light on the self-esteem ofAfrican-American male
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students is Sanders’ (1992). The primary purpose of this study was to determine if there
were significant differences over time in the intellectual achievement responsibility, attitude
toward school and self-esteem ofAfiican-American male students who attended a traditional
inner-city elementary school and those who attended an experimental immersion school in
Milwaukee, Wisconsin. The results from this study were that overall, there was little evidence
to indicate that African-American male students in third, fourth and fifth grades enrolled in
the experimental school, differed significantly from their counterparts enrolled in the
traditional inner-city school. However, fifth grade students in the nontraditional school
evidenced a higher degree of responsibility for their own intellectual and academic
achievement, whereas third grade students in the traditional school evidenced higher self-
esteem scores and a more positive attitude toward school.
Teacher Perception of African-American Male Students
Mathews (1996) examined the effect of teacher belief systems on African-American
male students. Twenty elementary school third, fourth and fifth grade teachers and three
principals were interviewed to collect data for the study. To determine teachers’
effectiveness Mathews used report cards, disciplinary referrals and attendance records of
African-American males. The effectiveness level of the teachers was determined after
analyzing the student outcomes in grades, attendance and discipline. Teachers were classified
into one ofthree categories which were effective, somewhat effective and less effective. The
findings indicated effective teachers of Afncan-American males had positive beliefs about
achievement, high expectations, good discipline, created a sense of family and promoted
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collaboration and autonomy in their classrooms. The less effective teachers had negative
beliefs, low expectations, loosely structured classrooms with poor discipline and collaboration
was almost nonexistent. The less effective teachers did not take responsibility for students
learning and blamed the home and neighborhood for the students low academic levels.
Rice (1998) investigated the perceptions held by high school teachers ofmale high
school students from three ethnic groups, Asian, Anglo and African-American within the San
Francisco School Unified School District (SFUSD). Specifically, the study was designed to
examine whether there were differential perceptions based on the ethnicity of the students.
The population for the study was classroom teachers employed in the San Francisco Unified
School District at two selected high school sites. Results of the study showed that teachers
held significantly different evaluations of the students based on their ethnicity. Teachers
tended to view the Asian and Anglo-American male students as essentially the same and
viewed the African-American student totally different. Teachers held a less positive
evaluation ofthe Afiican-American student that was importantly different from that of either
the Asian or Anglo-American male student.
Summary
Research and statistics on educational levels of students reveal a startling disparity in
the academic achievement levels ofAfiican-American males and other students in educational
systems across the country. Research shows low test scores and academic achievement levels
among Afiican-American male students from elementary to high school. Not only are
Afiican-American males not achieving in school, they are also suspended and expelled more
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often then students in other ethnic groups. This poor educational performance affects their
economic, social and political well-being. Frustration, under-achievement or ultimate failure
often comprise the educational reality for scores ofAfncan-American male youth. From the
research it is evident that Afiican-American males from kindergarten through high school tend
to experience significant alienation from American schools. The consequences of this are
major limitations in economics and education which ultimately leads to high rates of
unemployment, crime and incarceration for massive numbers ofyoung Afiican-American men.
The academic and social challenges which African-American male youth face in the
school setting suggest a pressing need for programmed intervention on the part of educators.
African-American males need specific guidance to master educational challenges. Such
initiatives must focus on helping the black male youth develop attitudes, behaviors and values
necessary to fijnction at optimal levels at school and in the world.
The review of the literature suggested that stereotyping may create a special
disadvantage for African-American male students. The research confirmed that academic and
social problems confronting Afncan-American male students are often exacerbated by the
attitudes and practices ofeducators, which often suggest a lack of sensitivity or understanding
ofAfrican-American culture and the dynamics of adolescent male development. Therefore,
the study ofteachers’ perception ofAfrican-American male students was needed so there can





The purpose of this study was to examine teacher perception ofAfrican-American
male students in an urban school system. The focus also was to investigate the possibilities
of the relationship between teachers’ perception of African-American male students and
teachers’ demographics. In a multicultural school setting, teachers have an added
responsibility of recognizing cultural differences, which in turn, demands the establishment
ofa supportive climate which encourages students from all cultures to learn. The supportive
climate can be classified as a major challenge for many teachers. Rice (1988) states teachers
who possess prejudicial attitudes frequently translate them into discriminatory behavior which
adversely affects Afncan-American male students. The major premise for this study was
teachers tend to make educational value judgements based on perceptions which are not
related to the Afiican-American male’s ability to learn.
Definition ofVariables
Independent Variables:
Teacher demographics refers to the teacher’s gender, age, race, family background,
educational level completed, family location and teaching experience. These independent
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variables determined if there was a difference in how teachers perceive African-American
male students based on demographics.
Definition of Independent Variables
1. Gender refers to male or females.
2. Age refers to under 26, 26-35, 36-45, 46-55 and over 55.
3. Race refers to Afiican-American, Caucasian, Asian, Hispanic orMulticultural/other.
4. Family Background refers to highest level of attainment by parents. The categories
are some grade school, high school graduate, some college and college graduate.
5. Educational level completed by teacher categories are Bachelor’s, Master’s, Specialist
and Doctorate.
6. Family Location refers to whether teacher was raised in an urban, suburban or rural
environment.
7. Number ofyears in teaching profession categories are 5 years or less, 6-10 years,
11-15 years, 16-20 years and 20 or more years.
Definition ofDependent Variables
Perception is defined as becoming aware of something through the senses of seeing,
hearing, feeling, tasting or smelling; to come to apprehend or understand with the mind.
Teacher perception can be defined as educational value judgments of children on the basis of
ethnicity, socioeconomic status, appearance and other conditions which are unrelated to the
students’ ability to learn. Teachers’ perception of students may, in fact, affect student
24
behavior and achievement outcomes.
Teacher perception of students and of their academic potential was the focus of a
study by Bennett (1976). Her hypothesis was that teachers enter the classroom with certain
perceptions ofstudents based upon race, social class and academic background of the student.
Bennett reviewed the literature related to teacher perception and reported teachers were
generally more negative toward students who were least like themselves.
Relationship Among The Variables
A number of theories have materialized over the years to explain why adults behave
the way they do. Getzel and Guba (1960) explained that teacher behavior is influenced by
institutional expectations, group intentions and individual needs. They believed teacher
behavior is a function of the interaction between role and personality. Teacher expectations
that lead to differential evaluation and treatment may lead to the development of high or low
self-esteem in African-American male students. From the Getzel and Guba model, if the
institutional expectations are low for African-American male students, along with low
expectations from groups and the individual, the three combined brings devastating results.
According to Simpson and Erickson (1983) white teachers direct more verbal praise,
criticism and nonverbal praise toward males than toward females. In contrast, they direct
more nonverbal criticism toward black males than toward black females, white females or
white males. Simpson and Erickson also concluded that white teachers are more likely than
black teachers to hold negative expectations for black children and that white teachers are
more likely than black teachers to be out of cultural sync with the black students they teach.
25
Rice (1988) stated the evaluation of teacher gender in this study showed that male
teachers evaluated all the students higher than female teachers. This study also suggested that
teachers have in their lifetimes as teachers come to form fixed expectations and opinions
about the characteristics of students based on their gender and ethnic background. The older
the teacher was, the more fixed his or her expectation or opinion is of a particular race of
students.
This study’s primary thrust dealt with the individual aspect of the Getzel and Guba
model. The teachers of this cultural group play an important role in their lives. This study
investigated whether teachers have negative preconceived perceptions about Afiican-
American male students.
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The Diagram of Variables shows the relationship of teacher demographics and
teachers’ perception ofAfrican-American male students. Specifically, the diagram raises the
question if teacher demographics have any bearing on how a teacher perceives Afncan-
American male students.
Null Hypotheses
1. There is no significant difference between the perception held by teachers of male
students from different ethnic groups and female students from different ethnic groups.
2. There is no significant difference between teacher gender and teacher perception
ofAfncan-American male students.
3. There is no significant difference between teacher age and teacher perception of African-
American male students.
4. There is no significant difference between teacher race and teacher perception of
Afncan-American male students.
5. There is no significant difference between teacher’s family background and teacher
perception ofAfncan-American male students.
6. There is no significant difference between teacher’s educational level completed
and teacher perception ofAfncan-American male students.
7. There is no significant difference between teacher’s family location and teacher
perception ofAfncan-American male students.
8. There is no significant difference between teaching experience and teacher perception
ofAfrican-American male students.
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9. There is no significant difference between the location of school and teacher perception.
Limitations of the Study
The availability ofappropriate related literature was limited, as was the availability of
experts in the field. The study was limited in scope to one urban school system. The study
t
was limited to self reported attitudes and did not attempt to validate the reported attitudes by
observation, as observation was considered beyond the scope of this study. The
generalization ofresults to other school situations where different teacher selection, training
procedures and different pupil enrollment patterns may alter the conditions under which these
results were obtained.
Summary
This study was important because it shed light on teachers’ perception of Afiican-
American male students, especially when the perception may create conflict between teachers
and their students. The lasting effect this has on a child may be detrimental to his future and
disastrous to society. The societal harms come from the Afiican-American male youths
suspension, expulsion, dropout and incarceration rates. The results of this study may provide
more effective teacher training programs which may reduce the negative impact of teacher
attitudes toward Afiican-American male students. Lastly, the significance of this study could
break down the barriers surrounding Afiican-American male youth to allow them to have a





The purpose of this study was designed to explore teachers’ perception ofAfrican-
American male students. The intent of the study was to investigate whether teacher
demographics has any bearing on teacher perception ofAfrican-American male students.
Research Design
The research design used for this study was the nonexperimental descriptive design.
This design describes what has occurred and examines relationships between subjects without
suggesting direct cause-and-effect relationships. This study used the descriptive form of the
nonexperimental design which uses numbers to characterize individuals.
The researchable questions were answered via survey research methodology. The
study attempted to determine teacher perception ofmale students according to ethnicity. A
teacher questionnaire and demographic survey were the instruments that were utilized. The
results ofthe questionnaire were analyzed to explain relationship among the variables defined
in Chapter HI.
Description of the Sample
The teacher questionnaire was distributed to teachers in the Fulton County School
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Systems. The Fulton County School System serves Fulton County, Georgia, outside the city
limits of Atlanta. Included in the district were nine cities: Alpharetta, College Park, East
Point, Fairbum, Hapeville, Mountain Park, Palmetto, Roswell, Union City and the
unincorporated areas ofFulton County.
Fulton County consist of sixty-five schools. There are forty elementary schools,
thirteen middle schools, ten high schools and two open campus high schools. The 1998-99
projected enrollment for the system was 65,000 students. Currently, the school system is
experiencing tremendous growth. The curriculum stresses academic achievement and
success.
This study’s focus was the elementary schools ofFulton County. The elementary
school’s primary thrust was to set forth a curriculum which encourages students to reach their
personal best. The school system’s student racial composition for elementary schools is 48.8
percent Caucasian, 40.2 percent African-American, 3.7 percent Asian, 5.1 percent Hispanic,
2.1 Multi-racial and 0.1 percent Native Indian/Alaskan.
Sampling Procedures
The sample that was used for this study was drawn from the elementary school
teacher population of Fulton County. The focus of the study was to measure attitudes
towards Afiican-American male adolescents. Therefore, the behavior of teachers teaching
these students starting at grades kindergarten through fifth grade was examined.
I
The survey questionnaire was distributed to a non-random sample of 1,000 classroom
teachers employed in the Fulton County School System. Five hundred was distributed to
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eight elementary schools in the northern portion ofFulton County and five hundred more
distributed to eleven elementary schools located in the southern portion ofFulton County.
Classroom teachers at the sites were asked to complete the teacher survey and a project
developed instrument to provide demographic information.
Description of the Instruments
Two instruments were used in this study. A project developed instrument that
provided demographic information and the Behavior Academic Self-Esteem Rating Scale to
measure teachers’ attitudes. The researcher selected the specified adolescent group of
Afiican-American males.
The Coopersmith and Gilbert (1981) Behavioral Academic Self-Esteem inventory
(BASE) is a rating scale designed to provide an estimate of the academic and self-esteem of
students as perceived by their teachers. The same scale is represented for the females. There
are a total of twenty items that rate the following categories of a student initiative, social
attention, success/failure, social attraction and self-confidence.
The BASE inventory was founded in Coopersmith’s theory and research in self¬
esteem. • The Behavioral Rating Form (BRF) was originated to examine traits of self-
confidence and social attractiveness that were found in children who succeeded and
accomplished their goals. It was proven through the Behavioral Rating Form that students
with these traits usually dealt well with failure and demonstrates proper verbal behavior in
social settings.
The BASE total score mean and standard deviation were found to be 65.44 ahd 8.65
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respectively. All correlations of single items with the total score were significant at the .001
level and ranged fi'om a low of .37 to a high of .76 with a mean Z transformation of the
correlation coefficients of .61 (Coopersmith & Gilberts, 1981). The BASE inventory was
chosen for this study because of its appropriateness for direct observation of the student. The
validity ofBASE was judged on its predictiveness to show valid relationship to significant
social criteria.
Data Collection Procedures
A letter was sent along with the teacher questionnaires to the principal of each school
requesting him/her to encourage teachers to share their opinions and also to assure them their
opinions will be confidential and anonymous. The letter also requested the principal to
arrange a contact person who distributed and collected the completed questionnaires by a
designated date.
The principal’s letter, demographic survey and the teacher questionnaires were mailed
directly to each principal via district mail. A designated teacher in the Fulton County School
System received all surveys returned via district mail. The researcher retrieved data from
designated teachers. The school system’s student racial composition was collected from the
district data banks by clerical personnel who had knowledge in that area.
Statistical Application
The demographic data was tabulated, ranked and organized into fi'equency
distributions which was developed to examine the social characteristics of the teachers.
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Scores on the Behavior Academic Self-Esteem inventory was analyzed to determine
percentile ofAfrican-American male students for categorical questions. The responses were
computerized and the data was analyzed in order to provide statistical data in response to the
hypotheses. The preferred statistical system was the correlational analyses. Each hypothesis
was tested by the appropriate correlational relationship for each respective hypothesis. The
significance of the differences was indicated at the .05 level.
Summary
I
Fulton County elementary school teachers’ perception of African-American male
students was examined by using the Teacher Demographic Survey and the Behavior
Academic Self-Esteem questionnaire. Data collection was given a specified amount of return
time by the researcher to assure appropriate sample. The statistical application was




ANALYSIS OF THE DATA
Introduction
The purpose ofthis study was to investigate teacher perceptions ofAfrican-American
male students. Specifically, this study was designed to determine what perceptions are related
to teacher’s gender, age, race, family background, educational level completed, family
location and teaching experience. The study was conducted in the Fulton County School
System which serves Fulton County, Georgia, outside the city limits ofAtlanta. Included in
the district are nine cities which are Alpharetta, College Park, East Point, Fairbum, Hapeville,
Mountain Park, Palmetto, Roswell, Union City and the unincorporated areas of Fulton
County. The school district has a very diverse school population. As such, teachers are
exposed to a wide variety of students from different ethnic groups.
The data for this study were obtained from two instruments. A project developed
instrument which provided demographic information and the Behavioral Academic Self-
Esteem (BASEI Rating Scale to measure teacher’s attitudes. The BASE rating scale consists
offive factors (Coopersmith, 1968): 1) The Student Initiative factor that measures how often
students participate in classroom activities, i.e., make decisions, offer new ideas, participate,
volunteer and ask questions, 2) The Social Attention factor that measures how well the
student fits into the classroom environment, 3) The Success/Failure Factor assesses how
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successfully students cope with failure, criticism, correction and other responses that could
be perceived as negative. 4) Social Attraction Factor measures how compatible youngsters
are with their peers, including the attractiveness of a child to peers, the child’s role with peers
when playing or walking together and the child’s self-descriptions. 5) The SelfConfidence
Factor measures a youngster’s level ofverbal expression about school accomplishments. The
questionnaire includes a rating scale in which items are rated according to the frequencies of
behaviors. Afncan-American male was rated as 1; Asian male was rated 2; Caucasian male
was rated 3; Hispanic male was rated 4; Multi-racial and the Native Indian/Alaskan male was
rated 5. The expressions included opinions, assessments and expectations of present and
future performance.
The researcher selected the specified schools in Northern and Southern Fulton
County. The survey was distributed to eight elementary schools in the northern portion of
Fulton County School System and to eleven elementary schools located in the southern
portion ofFulton County. The schools which are located in the northern portion ofFulton
County are in the cities of Alpharetta, Mountain Park, Roswell and unincorporated areas of
Fulton County. The schools which are located in the southern portion ofFulton County are
College Park, East Point, Fairbum, Hapeville, Palmetto and Union City. The schools were
selected on the basis ofthe ethnic mk ofthe student population. The school system’s student
racial composition for elementary schools is 48.8 percent Caucasian, 40.2 percent Afiican-
American, 3.7 percent Asian, 5.1 percent Hispanic, 2.1 Multi-racial and 0.1 percent Native
Indian/Alaskan. The instrument for this study (BASE) was sent to 1,000 teachers in the
northern and southern sections of the county. Responses were received fi'om 188 teachers
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and their responses are the basis for the analyses of this study.
Description ofTeachers
The distribution of demographic data for teachers in this study is presented in Table
2. These data show the gender, age, race, family background, educational level, family
location, teaching experience and area of county where teachers are employed.
Gender: Table 2 showed there were 64 or 34.0 percent males and 124 or 66 percent
females.
Age: The ages ofthe respondents under 26 years 8 lor 43.1 percent, 26-35 years 66
or 35.1 percent and 36-45 years 41 or 21.8 percent.
Race: Table 2 showed that 92 or 48.9 percent of the teachers were African-
American; 81 or 43.1 percent wereWhite; and 15 or 8.0 were other.
Family Background: The educational background of teachers’ fathers revealed that
28 or 14.9 offathers had some grade school education, 71 or 37.8 percent were high school
graduates, 55 or 29.3 percent had some college and 34 or 18.1 percent were college
graduates.
The educational background of teachers’ mothers showed that 25 or 13.3 percent of
mothers had some grade school education, 98 or 52.1 percent were high school graduates,
30 or 16.0 percent had some college and 35 or 18.6 percent were college graduates.
Educational Level Completed: The data revealed that 141 or 75.0 percent of teachers
had a bachelors degree; 26 or 13.8 percent held master degrees, 8 or 4.3 percent held
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specialist degrees and 13 or 6.9 percent held doctorate degrees.
Family Location: These data (See Table 1) showed that 68 or 36.2 percent of the
teachers’ families lived in urban area, 100 or 53.2 percent lived in suburban areas and 20 or
10.6 percent lived in rural areas.
Teaching Experience: The teaching experience was distributed as follows: 5 years or
less 52 or 27.7 percent, 6-10 years 45 or 23.9 percent, 11-15 years 47 or 25.0 percent, 16-20
years 27 or 14.4 percent and more than 20 years 17 or 9.0 percent.
Area in County: Data showed that 87 or 46.3 percent of responses came from the
section north of Fulton County and 101 or 53.7 percent came from the section south of
Fulton County.
Table 2. Distribution of Teacher Demographic Data on the Teachers
Variable Number Percent
Gender: Male 64 34.0
Female 124 66.0
Total 188 100 0
Age: Under 26 81 43.1
26-35 Years 66 35.1
36-45 Years 41 21.8




Race: Under 26 92 48.9
26-35 Years 81 43.1
36-45 Years 15 8
Total 188 100 0
Educational Background (Father):
Some Grade School 28 14.9
High School Graduate 71 37.8
Some College 55 29.3
College Graduate 34 18
Total 188 100 0
Educational Background (Mother):
Some Grade School 25 13.3
High School Graduate 98 52.1
Some College 30 16.0
College Graduate 35 18.6
Total 188 100 0
Educational Level:
Bachelors Degree 141 75.0




Specialist Degree 8 4.3








5 Years or Less 52 27.7
6-10 Years 45 23.9
11-15 Years 47 25.0
16-20 Years 27 14.4
More Than 20 Years 17 9.0
Total 188 100 0






HOI: There is no significant difference between the perception held by teachers of
male students fi'om different groups and female students from different groups. The data for
this hypothesis is presented in Tables 2 through 7 and the paragraphs which follow.
Table 3 shows the results of the responses fi'om teachers on the Behavioral Academic
Self-Esteem fBASE SurveyT Student Initiative Component by racial composition of female
and male students.
Table 3. Responses on the Behavioral Academic Self-Esteem Rating Scale fBASET
Student Initiative Component by Racial Composition ofMale and Female Students
Responses for Female Students
Afiican-American Asian Caucasian Hispanic Multi-racial Total
Responses for Male Students
Afncan-American 206 30 20 8 7 271
Asian 21 193 29 12 7 ' 262
Caucasian 8 33 200 10 11 262
Hispanic 10 16 17 130 9 182
Multi-Racial 5 7 8 18 113 151
Total 2.50 279 274 178 147 1128
Chi Square Tests
Value df Sienificance
Pearson Chi Square 2126 693 16 000
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Table 3 reported responses from teachers for 250 African-American female students, 279
«
Asian, 274 Caucasian, 178 Hispanic and 147 Multiracial. Responses for male students were
271 African-American, 262 Asian, 262 Caucasian, 182 Hispanic and 151 Multiracial. Table
3 also reported 271 responses where teachers perceived African-American males as having
more student initiative than any other racial male group. Teachers perceived Caucasian and
Asian females as less likely to participate in classroom activities than their African-American
counterparts. The Chi Square for the data was 2126.693 with 16 degrees of freedom. This
was statistically significant beyond the .05 level of significance. Thus, this hypothesis was
rejected.
Table 4 shows the results ofthe responses from teachers on the Behavioral Academic
Self-Esteem (BASE Survey): Social Attention Component by races of male and female
students. Table 4 reported responses for 66 Afiican-American female students, 216 Asian,
164 Caucasian, 55 Hispanic and 59 Multiracial. Responses for male students were 56
Afiican-American, 212 Asian, 182 Caucasian, 39 Hispanic and 71 multiracial.
Table 4 reported that Asian males and females along with Caucasian males and
females were perceived by teachers as adjusting to the classroom environment easier than
Afiican-American males and females. The Chi Square for these data was 435.831 with 16
degrees of freedom. This was statistically significant beyond the .05 level of significance.
Thus, this hypothesis was rejected.
Table 4. Responses on the Behavioral Academic Self-Esteem Rating Scale BASE^:
Social Attention Component by Racial Composition ofMale and Female Students
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African-American Asian
Responses for Female Students
Caucasian Hisnanic Multi-racial Total
Response for Male Student
$
African-American 32 14 6 2 2 56
Asian 20 120 51 16 5 212
Caucasian 9 65 95 6 7 182
Hispanic 3 3 4 21 8 39
Multi-Racial 2 14 8 10 37 71
Total 66 216 164 55 59 560
Chi Square Tests
Value df Significance
Pearson Chi Square 435 831 16 .000
Table 5 shows the results ofthe responses from teachers on the Behavioral Academic
Self-Esteem (BASE SurveyV Success/Failure in School Component by races of male and
female students. Table 4 reported responses for female students which were 277 Afncan-
American, 203 Asian, 143 Caucasian, 190 Hispanic and 128 Multiracial. Responses reported
for male students were 283 African-American, 203 Asian, 169 Caucasian, 149 Hispanic and
135 Multiracial.
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Table 5. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASE):
Success/Failure Component by Racial Composition ofMale and Female Students
Responses for Female Students
African-American Asian Caucasian Hispanic Multi-racial Total
Responses for Male Students
Afncan-American 201 21 7 42 12 283
Asian 26 145 18 10 4
_ 203
Caucasian 22 26 104 8 10 169
Hispanic 22 5 10 105 7 149
Multi-Racial 6 7 4 25 93 135
Total 277 203 143 90 128 939
Chi Square Tests
Value df Significance
Pearson Chi Sauare 1433 121 16 000
Table 5 reported that African-American male and female students as less likely than
Asian, Caucasian, Hispanic and Multi-racial male and female students as not successfully
dealing with failure, criticism or correction. The Chi Square for these data was 1433.121 with
16 degrees of freedom. This was statistically significant beyond the .05 level of significance.
Thus, the hypothesis is rejected.
Table 6 shows the results ofthe responses from teachers on the Behavioral Academic
Self-Esteem (BASE Survey): Social Attraction Component by races of male and female
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students. Table 6 reported that responses for female students which were 173 African-
9
American, 104 Asian, 170 Caucasian, 67 Hispanic and 45 Multi-racial. Responses for male
students were 190 African-American, 110 Asian, 143 Caucasian, 68 Hispanic and 48 Multi¬
racial.
Table 6. Responses on the Behavioral Academic Self-Esteem Rating Scale BASEl
Social Attraction Component by Racial Composition ofMale and Female Students
Responses for Female Students
African-American Asian Caucasian Hispanic Multi-racial Total
Responses for Male Students
African-American 150 10 18 5 7 190
Asian 8 79 14 5 4 no
Caucasian 8 8 118 5 4 143
Hispanic 6 2 12 44 4 68
Multi-Racial 1 5 8 8 26 48
Total 173 104 170 67 45 559
Chi Square Tests
Value df Significance
Pearson Chi Sauare 922432 16 000
Table 6 reported that African-American male and female students being perceived by
the teachers as having more social attraction than any other racial group ofmale and females.
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Teachers also perceived African-American males and females as being able to play and work
together more than any other racial group. The Chi Square for these data was 922.432 with
16 degrees of freedom. This was statistically significant beyond the .05 level of significance.
Thus, this hypothesis was rejected.
Table 7 shows the results of the responses from teachers on the Behavior Academic
Self-Esteem tBASE SurveyT Self-Confidence Component by races of male and female
students. Table 7 responses for female students were 173 African-American, 104 Asian, 170
Caucasian, 67 Hispanic and 45 Multi-racial.
Table 7. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASET
Self-Confidence Component by Racial Composition ofMale and Female Students
Responses for Female Students
African-American Asian Caucasian Hispanic Multi-racial Total
Responses for Male Students
African-American 86 15 15 10 5 131
Asian 17 72 22 8 8 127
Caucasian 18 20 107 12 7 164
Hispanic 6 3 16 33 6 64
Multi-Racial 11 9 9 8 36 73
Total 136 119 169 71 62 559
Chi Square Tests
Value df Sienificance
Pearson Chi Square 511 013 16 000
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Responses for male students were 190 African-American, 110 Asian, 143 Caucasian,
68 Hispanic and 48 Multiracial. Table 6 reported teachers perceived Caucasian male and
females as having more self-confidence than any other racial group. The Chi Square for these
data was 511.013 with 16 degrees of freedom. This was statistically significant beyond the
.05 level of significance. Thus, this hypothesis was rejected.
Table 8 shows the total results from teachers on the Behavior Academic Self-Esteem
(BASE Survey) by races of male and female students. Table 8 reported responses from
female students were 904 African-American, 921 Asian, 920 Caucasian, 561 Hispanic and
439 Multiracial.
Table 8. Responses on the Behavioral Academic Self-Esteem Rating Scale
(BASEV Racial Composition by Male and Females Students
Response for Female Students
African-American Asian Caucasian Hispanic Multi-racial Total
Responses for Male Students
African-American 675 90 66 67 33 931
Asian 92 609 134 51 28 914
Caucasian 65 151 624 41 39 920
Hispanic 47 29 59 333 34 502
Multi-Racial 25 42 37 69 305 478
Total 904 921 920 561 439 3745
Chi Square Tests
Value df Sienificance
Pearson Chi Square 5348 854 16 .000
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The responses for male students were 931 African-American, 914 Asian, 920
Caucasian, 502 Hispanic and 478 Multi-racial.
Table 8 reported African-American male students as being perceived more favorably
than any other male and female racial group. The Chi Square for this data was 5348.854 with
16 degrees of freedom. This was statistically significant beyond the .05 level of significance.
Thus, this hypothesis was rejected.
H02: There is no significant difference between teachers’ gender and teachers’
perception ofAfiican-American male students. The data for this hypothesis are presented in
Tables 9 through 14 and the paragraphs which follows:
Table 9 shows the results ofthe responses from teachers on the Behavioral Academic
Self-Esteem (BASE Surveyl: Student Initiative Component by gender of teachers.
Table 9. Responses on the Behavioral Academic Self-Esteem Rating Scale IBASEV
Student Initiative Component by Teachers’ Gender
Male Female Total
Afiican-American 100 173 273
Asian 98 157 255
Caucasian 83 184 267
Hispanic 47 135 182
Multi-Racial 76 75 151
Total 404 724 1126
Chi Square Tests
Value df Significance
Pearson Chi Square 25.179 4 .000
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Table 9 reported teachers’ gender, 404 male teachers’ responses and 724 female
teachers’ responses. The responses for the male students were 273 African-American, 255
Asian, 267 Caucasian, 182 Hispanic and 151 Multi-racial. Female teachers selected
Caucasian males as having more initiative contrasting male teachers who rated African-
*
American male students and Asian students as having more. The Chi Square for these data
was 25.179 with 4 degrees offreedom. This was statistically significant beyond the .05 level
of significance. The hypothesis was therefore rejected
Table 10 shows the results of the responses of teachers on the Behavioral Academic
Self-Esteem (BASE Surveyl: Social Attention Component by gender of the teachers. Table
10 reported 192 male teachers’ responses and 372 female teachers’ responses.
Table 10. Responses on the Behavioral Academic Self-Esteem Rating Scale IBASEV
Social Attention Component by Teachers’ Gender
Male Female Total
Afncan-American 19 34 53
Asian 68 144 212
Caucasian 53 129 182
Hispanic 20 26 46
Multi-Racial 32 39 71
Total 192 372 564
Chi Square Tests
Value df Sienificance
Pearson Chi Square 8074 4 089
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The responses for the male students were 53 African-American, 212 Asian, 182 Caucasian,
46 Hispanic and 71 Multi-racial. This table states there was no significance in the races as it
relates to the social attention of students. The Chi Square for these data was 8.075 with 4
degrees of freedom. This was not statistically significant beyond the .05 level of significance.
Thus, this hypothesis was accepted.
Table 11 shows the results of the responses from teachers on the Behavioral Academic
Self-Esteem (BASE Surveyl: Success/Failure in School Component by gender of the teacher.
Table 11 reported 350 male teacher responses and 590 female teacher responses. The
responses for the male students were 283 Afiican-American, 203 Asian, 169 Caucasian, 150
Hispanic and 135 Multiracial.
Table 11. Responses on the Behavioral Academic Self-Esteem Rating Scale
(BASEV Success/Failure in School bv Teachers’ Gender
Male Female Total
Afiican-American 92 19 283
Asian 59 144 203
Caucasian 93 76 169
Hispanic 71 79 150
Multi-Racial 35 100 135
Total 350 590 940
Chi Square Tests
Value df Significance
Pearson Chi Square 45 355 4 .000
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Female teachers showed a significance by outranking Afiican-American male
students in this component. Male teachers ranked them second as compared to Caucasian
males. The Chi Square for these data was 45.335 with 4 degrees of freedom. This was
statistically significant beyond the .05 level of significance, therefore the hypothesis was
rejected.
Table 12 shows the results of the responses fi'om teachers on the Behavioral Academic
Self-Esteem fBASE SurveyV Social Attraction Component by gender of the teacher. Table
12 reported 192 male teacher responses and 372 female teacher responses.
Table 12. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASEV
Social Attraction Component by Teachers’ Gender
Male Female Total
African-American 67 123 190
Asian 41 69 110
Caucasian 51 92 143
Hispanic 23 50 73
Multi-Racial 10 36 48




Pearson Chi Square 4744 4 .315
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The responses for male students were 190 African-American, 110 Asian, 143
Caucasian, 73 Kspanic and 48 Multi-racial. This table states there was no significance in the
races as it relates to the social attraction component by gender of the teachers. The Chi
Square for these data was 4.744 with 4 degrees of freedom. This was not statistically
significant beyond the .05 level of significance. Thus, this hypothesis was accepted.
Table 13 showed the results of the responses from teachers on the Behavioral
Academic Self-Esteem (BASE Surveyl: Self-Confidence Component by gender of the
teacher. Table 13 reported 192 male teacher responses and 372 female teacher responses.
The responses for male students were 136 Afncan-American, 127 Asian, 164 Caucasian, 64
Hispanic and 73 Multi-racial.
Table 13. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASEl:
Self-Confidence Component by Teachers’ Gender
Male Female Total
Afiican-American 52 84 136
Asian 48 79 127
Caucasian 55 109 164
Hispanic 19 54 64
Multi-Racial 27 46 73
Total 192 372 564
Chi Square Tests
Value df Significance
Pearson Chi Square 11 830 4 315
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This table states there was a significance in the races as it relates to the self-confidence
component by gender of the teachers. Female teachers ranked Caucasian male students as
having more self-confidence than males ofother ethnic groups. The Chi Square for these data
was 11.830 with 4 degrees of fi'eedom. This was statistically significant beyond the .05 level
of significance. Thus, this hypothesis was rejected.
Table 14 shows the total results from teachers on the Behavioral Academic Self-
Esteem (BASE Surveyl by Gender of Teachers. Table 14 reported 1,311 male teacher
responses and 2,449 female teacher responses. The responses for male students were 935
Afiican-American, 907 Asian, 935 Caucasian, 515 Hispanic and 478 Multi-racial.
Table 14. Responses on the Behavioral Academic Self-Esteem Rating Scale IBASE^
by Teachers’ Gender
Male Female Total
African-American 311 624 935
Asian 314 593 907 '
Caucasian 335 590 925
Hispanic 171 344 515
Multi-Racial 180 298 478
Total 1311 2449 3650
Chi Square Tests
Value df Significance
Pearson Chi Square 4.092 4 .394
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Teachers did not perceive any differently about the different male racial groups. The
Chi Square for this data was 4.092 with 4 degrees of freedom. This was not statistically
«
significant beyond the .05 level of significance. Thus, this hypothesis was accepted.
H03; There is no significant difference between teachers’ age and teachers’
perception of Afncan-American male students. The data for this hypothesis is presented in
Tables 15 through 20 and the paragraphs which follow:
Table 15 shows the responses from teachers on the Behavioral Academic Self-Esteem
(BASE Survey): Student Initiative Component by age of the teacher. Table 15 reports 486
responses from teachers under 26, 396 responses from teachers 26-45, and 246 from teachers
46 and over.
Table 15. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASEV
Student Initiative Component by Teachers’ Age
Under 26 26-45 46 & Over Total
African-American 124 85 64 273
Asian no 94 51 255
Caucasian 106 105 55 267
Hispanic 73 65 44 182
Multi-Racial 73 47 31 151
Total 486 396 246 1128
Chi Square Tests
Value df Significance
Pearson Chi Square 7.287 8 .506
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The responses for the male students were 273 African-American, 253 Asian, 267
Caucasian, 182 Hispanic and 151 Multi-racial. Teachers of all ages did not perceive
differently about the student initiative ofmale students from different ethnic groups. The Chi
Square for this data was 7,287 with 8 degrees of freedom. This was not statistically
significant beyond the .05 level of significance. Thus, this null hypothesis was accepted.
Table 16 shows the results of the responses of teachers on the Behavioral Academic
Self-Esteem (BASE Survey): Social Attention Component by age of the teachers. Table 16
reports 243 responses from teachers under 26, 196 responses from the 26-45 age group and
123 responses from teachers 46 and over.
Table 16. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASEV
Social Attention Component by Teachers’ Age
Under 26 26-45 46 & Over Total
African-American 35 12 6 53
Asian 85 75 52 212
Caucasian 76 67 39 182
Hispanic 12 20 14 46
Multi-Racial 35 24 12 71
Total 243 196 123 564
Chi Square Tests
Value df Significance




The responses for the male students were 53 African-American, 212 Asian, 182
Caucasian, 46 Hispanic and 71 Multi-racial. All age groups ranked Asian male students
higher than those of other ethnic groups with African-American male students ranking last
from teachers 26 and over. This table indicates teachers 26 and over perceived African-
American male students do not adjust well or fit into the classroom environment compared
to their counterparts. The Chi Square for these data was 19.927 with 8 degrees of freedom.
This was statistically significant beyond the .05 level ofsignificance. Thus this hypothesis was
rejected.
Table 17 shows the results of the responses from teachers on the Behavioral Academic
Self- Esteem (BASE Survey): Success/Failure in School Component by age of the teacher.
Table 17 reported 486 teacher responses for teachers under 26,330 from teachers 26-45 and
205 for the 46 and over age group.
Table 17. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASE):
Success/Failure Component by Teachers’ Age
Under 26 26-45 46 & Over Total
American-American 124 85 64 273
t
Asian 110 94 51 255
Caucasian 106 105 55 267
Hispanic 73 65 44 182
Multi-Racial 73 47 31 151
Total 486 396 246 1128
Chi Square Tests
Value df Sienificance
Pearson Chi Square 9036 8 339
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Responses for the male students were 273 African-American, 255 Asian, 267
Caucasian, 182 Hispanic and 151 Multi-racial. Teachers did not perceive any differently about
the success/failure component. The Chi Square for these data was 9.036 with 8 degrees of
freedom. This was not statistically significant beyond the .05 level of significance, therefore
the hypothesis was accepted.
Table 18 shows the results of the responses of teachers on the Behavioral Academic
Self-Esteem (BASE Surveyl: Social Attraction Component by age of the teachers. Table 18
reports 243 responses from teachers under 26,198 responses from the 26-45 age group and
123 responses from teachers 46 and over. The responses for the male students were 190
Afiican-American, 110 Asian, 143 Caucasian, 73 Hispanic and 48 Multi-racial. The teachers
did not report a significant difference on the social attraction component.
Table 18. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASEV
Social Attraction Component by Teachers’ Age
Under 26 26-45 46 & Over Total
African-American 81 67 42 190
Asian 55 28 27 110
Caucasian 63 49 31 143
Hispanic 28 35 10 73 •
Multi-Racial 16 19 13 48
Total 243 196 123 564
Chi Square Tests
Value df Sienificance
Pearson Chi Square 12.551 8 125
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The Chi Square for these data was 12.551 with 8 degrees of freedom. This was not
statistically significant beyond the .05 level of significance. Thus this hypothesis was
accepted.
Table 19 shows the results ofthe responses from teachers on the Behavioral Academic
Self-Esteem Rating Scale (BASE SurveyV Self-Confidence Component by age of the teacher.
t
Table 19 reports 15 responses from teachers under 26, 50 from the 26-45 age group and 45
from teachers age 46 and over. There were 18 responses for the male students in each racial
group. Teachers did not perceive any differently in the self-confidence component. The Chi
Square for these data was 1.000 with 8 degrees of freedom. This was not statistically
significant beyond the .05 level of significance, therefore the hypothesis was accepted.
Table 19. Responses on the Behavioral Academic Self-Esteem Rating Scale fBASEV
Self-Confidence Component by Teacher’s Age
Under 26 26-45 46 & Over Total
African-American 3 6 9 18
Asian 3 6 9 18
Caucasian 3 6 9 18
Hispanic 3 6 9 18
Multi-Racial 3 6 9 18
Total 15 30 45 90
Chi Square Tests
Value df Significance •
Pearson Chi Square 000 8 1.000
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Table 20 shows the total results from teachers on the Behavioral Academic Self-
Esteem Rating Scale fBASE Survey^ by Age of Teachers. Table 20 reported 1,620
responses under age 16, 1,320 ages 26-45 and 820 over age 46. The responses for male
students were 935 African-American, 907 Asian, 925 Caucasian, 515 Hispanic and 478 Multi¬
racial. Teachers did not perceive any differently about the different male racial groups. The
Chi Square for this data was 6.368 with 8 degrees of freedom. This was not statistically
significant beyond the .05 level of significance. Thus, this hypothesis was accepted.
Table 20. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASEl
by Teachers’ Age
Under 26 26-45 46 & Over Total
African-American 422 302 211 935
Asian 387 318 202 907
Caucasian 394 340 191 925
Hispanic 210 194 111 515
Multi-Racial 207 166 105
t
478
Total 1620 1320 820 3760
Chi Square Tests
Value df Sienificance
Pearson Chi Square 6.368 8 .606
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H04: There is no significant difference between teachers’ race and teachers’
perception ofAfiican-American male students. The data for this hypothesis are presented in
Tables 21 through 26 and the paragraphs which follow:
Table 21 shows the results of the responses fi’om teachers on the Behavioral Academic
Self-Esteem (BASE SurveyV Student Initiative Component by teachers’ race. Table 21
reports 276 Afiican-Americans, 243 White and 45 other teachers’ responses. The teachers
from all races perceived that Asian and Caucasian male students showed more student
initiative than Afncan-American male students.
Table 21. Responses on the Behavioral Academic Self-Esteem Rating Scale
IBASEV Student Initiative Component by Teachers’ Race
Afncan-American White Other Total
Afncan-American 31 17 5 63
Asian 97 96 19 212
Caucasian 80 89 13 182
Hispanic 20 24 2 46
Multi-Racial 48 17 6 71
Total 276 243 45 564
Chi Square Tests
Value df Sienificance
Pearson Chi Square 19 101 8 .014
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Their responses validated their perception that Asian and Caucasian male students were more
apt to participate in classroom activities, make decisions and offer new ideas. The Chi Square
for this data was 19.101 with 8 degrees of freedom. This was statistically significant beyond
the .05 level of significance. Thus, this hypothesis was rejected.
Table 22 shows the result ofthe responses fi’om teachers on the Behavioral Academic
Self-Esteem (BASE Surveyk Social Attention Component by teachers’ race. Table 22
reports 552 Afiican-American teachers’ responses, 486 White and 90 other teachers’
responses. Teachers rated all racial groups about the same. Their responses validated their
perception that Asian and Caucasian male students were more apt to participate in classroom
activities, make decisions and offer new ideas.
Table 22. Responses on the Behavioral Academic Self-Esteem Rating Scale fBASEV
Social Attention Component by Teachers’ Race
African-American White Other Total
African-American 149 102 22 273
Asian 131 101 23 255
Caucasian 114 133 20 267
Hispanic 79 88 15 182
Multi-Racial 79 62 10 151
Total 5.52 486 90 1128
Chi Square Tests
Value df Sienificance
Pearson Chi Square 13.403 8 .014
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The Chi Square for this data was 13.403 with 8 degrees of freedom. This was not
statistically significant beyond the .05 level of significance. This hypothesis was accepted.
Table 23 shows the results of the responses fi-om teachers on the Behavioral Academic
Self-Esteem (BASE Survey): Success/Failure in School Component by teachers’ race. Table
23 reports 441 Afiican-Americans, 405 White and 75 other teachers’ responses. The
responses for male students were 283 Afiican-American, 184 Asian, 169 Caucasian, 150
Hispanic and 135 Multi-racial. The teachers fi'om all races had a strong perception ofAfiican-
American male students’ success/failure in school. This component dealt with how
successfully students coped with failure, criticism, correction and other responses that could
be perceived as negative.
Table 23. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASE):
Success/Failure Component by Teachers’ Race
Afncan-American White Other Total
Afncan-American 131 125 27 283
Asian 68 94 22 184
Caucasian 94 64 11 169
Hispanic 90 51 9 150
Multi-Racial 58 71 6 135
Total 441 405 75 921
Chi Square Tests
Value df Significance
Pearson Chi Square 28.991 8.000
The Chi Square for this data was 28.991 with 8 degrees of freedom. This was statistically
significant beyond the .05 level of significance. Thus, this hypothesis was rejected.
62
Table 24 shows the result ofthe responses of teachers from the Behavioral Academic
Self-Esteem Rating Scale IBASE SurveyV Social Attraction Component by teachers’ race.
Table 24 reports 276 African-American teachers’ responses, 243 White and 45 other
teachers’ responses. The responses for the male students are 190 African-American, 110
Asian, 143 Caucasian, 73 Hispanic and 48 Multi-racial. Teachers perceived African-American
male students as continually being sought out by his peers. The Chi Square for this data was
21.343 with 8 degrees of freedom. This was statistically significant beyond the .05 level of
significance. Thus, this hypothesis was rejected.
Table 24. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASEV
Social Attraction Component by Teachers’ Race
Afiican-American White Other Total
Afiican-American 91 73 26 190
$
Asian 65 40 5 110
Caucasian 69 65 9 143
Hispanic 32 38 3 73
Multi-Racial 19 27 2 48
Total 276 243 45 564
Chi Square Tests
Value df Sienificance
Pearson Chi Square 21 343 8 .006
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Table 25 shows the result of the responses of teachers from the Behavioral Academic
Self-Esteem Rating Scale (BASE Survey): Self-Confidence Component by teachers’ race.
Table 25 reports 276 African-American teachers’ responses, 243 White and 45 other
teachers’ responses. The responses for the male students are 136 African-American, 127
Asian, 164 Caucasian, 61 Hispanic and 73 Multi-racial. Teachers from all races did not
perceive any male students’ confidence level differently. The Chi Square for this data was
9.131 with 8 degrees of freedom. This was not statistically significant beyond the .05 level
of significance. Thus, this hypothesis was accepted.
Table 25, Responses on the Behavioral Academic Self-Esteem Rating Scale (BASE):
Self-Confidence Component by Teachers’ Race
Afncan-American White Other Total
African-American 71 54 11 136
Asian 68 55 4 127
Caucasian 80 68 16 164
Hispanic 28 30 6 64
Multi-Racial 29 36 8 73
Total 276 243 45 564
Chi Square Tests
Value df Significance
Pearson Chi Square 9.131 8.331
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Table 26 shows the total results of responses of teachers from the Behavioral
Academic Self-Esteem Rating Scale (BASE Survey^ by race of teachers. Table 26 reported
1,821 African-American responses, 1620 Caucasian responses and 300 other racial group
responses. The responses for the male students are 935 African-American, 888 Asian, 925
Caucasian, 515 Hispanic and 478 Multi-racial. Teachers did not perceive any differently
about the different male racial groups. The Chi Square for this data was 11.116 with 8
degrees of freedom. This was not statistically significant beyond the .05 level of significance.
Thus, this hypothesis was accepted.
Table 26. Responses on the Behavioral Academic Self-Esteem Rating Scale
(BASEl by Race ofTeachers
Afncan-American White Other Total
Afncan-American 473 371 91 935
Asian 429 386 73 888
Caucasian 437 419 69 925
Hispanic 249 231 35 515
Multi-Racial 233 213 32 478
Total 1821 1620 300 3741
Chi Square Tests
Value df Significance
Pearson Chi Square 11 116 8 .195
65
H05: There is no significant difference between teachers’ family background and
teachers’ perception of Afiican-American male students. The data for this hypothesis are
presented in Tables 27 through 38 and the paragraphs which follow:
Table 27 shows the results of the responses ofteachers from the Behavioral Academic
Self-Esteem Rating Scale (BASE SurveyV Student Initiative Component by Family
Background ofTeachers. Table 27 reported 151 responses from teachers whose fathers had
some grade school, 588 from fathers who were high school graduates, 184 with some college
and 206 responses from fathers who were college graduates. The response for the male
students are 273 Afiican-American, 256 Asian, 267 Caucasian, 182 Hispanic and 151 Multi¬
racial.
Table 27. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASE):
Student Initiative Component by Family Background
Father’s Educational Level
Some Grade School H.S. School Cirad. Some College College Grad. Total
Afiican-American 47 136 37 53 273
Asian 35 156 36 29 25
Caucasian 37 128 45 57 267
Hispanic 21 90 33 38 182
Multi-Racial 11 78 33 29 151
Total 151 588 14 206 1129
Chi Square Tests
Value df Significance
Pearson Chi Square 27.400 8 000
66
Teachers whose fathers had some grade school perceived African-American male students
as having more student initiative than male students from other races. Whereas, teachers
whose fathers were high school graduates perceived Asian and Caucasian male students as
showing more initiative towards school. Chi Square was 27.400 with 8 degrees of freedom.
This was statistically significant beyond the .05 level of significance. Thus, this hypothesis
was rejected.
Table 28 shows the results ofthe responses ofteachers from the Behavioral Academic
Self-Esteem Rating Scale (BASE SurveyV Social Attention Component by Family
Background of Teachers. Table 28 reported 75 responses from teachers whose fathers had
some grade school, 294 from fathers who were high school graduates, 90 with some college
and 105 responses from fathers who were college graduates.
Table 28. Responses on the Behavioral Academic Self-Esteem Rating Scale IBASEV
Social Attention Component by Family Background
Some Grade School
Father’s Educational Level
H.S. School Grad. Some Colleee Colleee Grad Total
Afiican-American 4 33 8 8 ’ 53
Asian 24 115 27 46 212
Caucasian 32 89 26 35 182
Hispanic 4 25 9 8 46
Multi-Racial 11 32 20 8 71
Total 75 294 90 105 564
Chi Square Tests
Value df Sienificance
Pearson Chi Square 20.057 12 .066
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The responses for the male students are 53 African-American, 212 Asian, 182 Caucasian, 46
Hispanic and 71 Multi-racial. Teachers did not perceive the students differently in the social
*
attention component. Chi Square for these data was 20.057 with 12 degrees of freedom. This
was statistically significant beyond the .05 level of significance. Thus, this hypothesis was
accepted.
Table 29 shows the results of responses ofteachers on the Behavioral Academic Self-
Esteem Rating Scale tBASE Survey!: Success/Failure Component by the teachers’ father’s
education level. Table 29 reports 125 responses from teachers whose fathers had some grade
school, 490 from fathers who were high school graduates, 150 with some college and 172
responses from fathers who were college graduates.
Table 29. Responses on the Behavioral Academic Self-Esteem Rating Scale tBASEV
Success/Failure Component by Family Background
Father’s Educational Level
Some Grade School H S. School Grad. Some College College Grad. Total
Afiican-American 33 154 47 49 283
Asian 31 104 27 41 203
Caucasian 29 80 27 33 169
Hispanic 19 80 30 18 147
Multi-Racial 13 72 19 31 135
Total 125 490 150 172 937
Chi Square Tests
Value df Significance
Pearson Chi Square 13 969 12 303
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The responses for the male students are 283 African-American, 203 Asian, 169 Caucasian,
147 Kspanic and 135 Multi-racial. Teachers did not perceive the students differently in the
success/failure component.
The Chi Square for Table 29 was 13.969 with 12 degrees of freedom. This was not
statistically significant beyond the .05 level of significance. Thus, this hypothesis was
accepted.
Table 30 shows the results of responses ofteachers on the Behavioral Academic Self-
Esteem Rating Scale (BASE Survey): Social Attraction Component by the teachers’ father’s
education level.
Table 30. Responses on the Behavioral Academic Self-Esteem Rating Scale TBASEV
Social Attraction Component by Family Background
Father’s Educational Level
Some Grade School H.S. School Gh'ad. Some College College Grad. Total
Afncan-American 23 99 33 36 191
Asian 18 51 20 21 110
Caucasian 24 81 14 24 143
Hispanic 7 37 16 13 73
Multi-Racial 4 26 7 11 48
Total 76 294 90 105 565
Chi Square Tests
Value df Significance
Pearson Chi Square 11.663 12 .473
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Table 30 reports 76 responses from teachers whose fathers had some grade school,
294 from fathers who were high school graduates, 90 with some college and 105 responses
from fathers who were college graduates. The responses for the male students are 191
African-American, 110 Asian, 143 Caucasian, 73 Hispanic and 48 Multi-racial. Teachers did
not perceive the students differently in the social attraction component. Chi Square for Table
30 was 11.663 with 12 degrees of freedom. This was not statistically significant beyond the
.05 level of significance. Thus, this hypothesis was accepted.
0
Table 31 shows the results of responses of teachers on the Behavioral Academic Self-
Esteem Rating Scale (BASE Survey!: Self-Confidence Component by the teachers’ father’s
education level.
Table 31. Responses on the Behavioral Academic Self-Esteem Rating Scale IBASET
Self-Confidence Component by Family Background
Father’s Educational Level
Some Grade School H.S. School Grad. Some College College Grad. Total
Afncan-American 19 66 21 30 136
Asian 20 63 23 21 127
Caucasian 25 81 27 31 164
Hispanic 5 41 9 9 64
Multi-Racial 6 43 10 14 73
Total 75 294 90 105 565
Chi Square Tests
Value df Significance
Pearson Chi Square 9.760 12 637
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Table 31 reports 75 responses from teachers whose fathers had some grade school, 294 from
fathers who were high school graduates, 90 with some college and 105 responses from fathers
who were college graduates. The responses for male students are 136 African-American, 167
Asian, 164 Caucasian, 64 Hispanic and 73 Multi-racial. Teachers did not view the self-
confidence component as being different from any male students ofany race. The Chi Square
for Table 31 was 9.760 with 12 degrees of freedom. This was not statistically significant
beyond the .05 level of significance. Thus, this hypothesis was accepted.
Table 32 shows the results of responses on the Behavioral Academic Self-Esteem
Rating Scale fBASE Surveyl by the teachers’ father’s education level.
Table 32. Responses on the Behavioral Academic Self-Esteem Rating Scale
(BASEl by Family Background
Father’s Educational Level
Some Grade School High School Grad. Some College College Grad. Total
African-American 126 488 146 176 936
Asian 128 489 133 158 908
Caucasian 147 459 139 180 925
Hispanic 56 273 97 86 512
Multi-Racial 45 251 89 93 ' 478
Total 502 1960 604 693 3759
Chi Square Tests
Value df Sienificance
Pearson Chi Square 23.030 12 .027
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Table 32 reports 502 responses from teachers whose fathers had some grade school,
1,960 from fathers who were high school graduates, 604 with some college and 693
responses from fathers who were college graduates. The responses for male students are 936
African-American, 908 Asian, 925 Caucasian, 512 Hispanic and 478 Multi-racial. Teachers
whose fathers had some grade school, who were high school graduates and college graduates
perceived Asian and Caucasian male students more favorably than African-American male
students. Teachers whose fathers had some college perceived African-American male students
more favorably than any other racial male group. Chi Square for these data was 23.030 with
12 degrees of freedom. This was statistically significant beyond the .05 level of significance.
Thus, this hypothesis was rejected.
Table 33 shows the results of the responses from the Behavioral Academic Self-
Esteem Rating Scale IBASE SurveyV Student Initiative Component by teachers’ mother’s
educational level.
Table 33. Responses on the Behavioral Academic Self-Esteem Rating Scale IBASET
Student Initiative Component by Family Background
Mother’s Educational Level
Some Grade School High School Grad. Some College College Grad. Total
Afiican-American 45 104 70 54 273
Asian 27 113 77 38 255
Caucasian 40 102 77 48 267
Hispanic 31 64 56 31 182
Multi-Racial 25 43 50 33 . 151






Table 33 reported 168 responses from teachers whose mothers had some grade
school, 426 from mothers who were high school graduates, 330 with some college and 204
responses from mothers who were college graduates. The responses for male students are
273 African-American, 155 Asian, 267 Caucasian, 182 Hispanic and 151 Multi-racial.
Teachers’ mothers with different educational levels did not perceive male students differently
regarding the student initiative component. The Chi Square for these data was 16.544 with
12 degrees of freedom. This was not statistically significant beyond the .05 level of
significance, therefore the hypothesis was accepted.
Table 34 shows the results of the responses ofteachers from the Behavioral Academic
Self-Esteem Rating Scale (BASE Surveyl: Social Attention Component by teachers’ mother’s
educational level.
Table 34. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASEV
Social Attention Component by Family Background
Mother’s Educational Level
Some Grade School Hieh School Grad. Some Colleee Colleee Grad Total
African-American 1 17 21
"
14 53
Asian 38 82 55 37 • 212
Caucasian 33 70 43 36 182
Hispanic 3 16 20 7 46
Multi-Racial 9 28 26 8 71
Total 84 213 165 102 564
Chi Square Tests
Value df Sienificance
Pearson Chi Square 25 308 12 013
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Table 34 reported 84 responses from teachers whose mothers had some grade school, 213
from mothers who were high school graduates, 165 with some college and 102 responses
from mothers who were college graduates. The responses for the male students are 53
African-American, 212 Asian, 182 Caucasian, 46 Mspanic and 71 Multi-racial. Unanimously,
teachers’ mothers from all educational levels perceived that Asian and Caucasian male
students adjusted better to the classroom environment than African-American male students.
The Chi Square for these data was 25.308 with 12 degrees of freedom. This was statistically
significant beyond the .05 level of significance. Thus, this hypothesis was rejected.
Table 35 shows the results of responses of teachers on the Behavioral Academic Self-
Esteem Rating Scale (BASE SurveyT Success/Failure Component by the teachers’ mother’s
education level.
Table 35. Responses on the Behavioral Academic Self-Esteem Rating Scale tBASET
Success/Failure Component by Family Background
Mother’s Educational Level
Some Grade School High School Grad. Some College College Grad. Total
African-American 36 120 61 66 283
Asian 31 83 59 30 203
Caucasian 32 53 59 25 169
Hispanic 21 50 57 22 150
Multi-Racial 20 49 39 27 ' 135
Total 140 355 275 170 940
Chi Square Tests
Value df Significance
Pearson Chi Square 26.966 12 008
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Table 35 reports 140 responses from teachers whose mothers had some grade school,
355 from mothers who were high school graduates, 275 with some college and 170 responses
from mothers who were college graduates. The responses for the male students are 283
African-American, 203 Asian, 169 Caucasian, 150 Hispanic and 135 Mult-iracial.
Unanimously, teachers’ mothers from all educational levels perceived African-American male
students as not taking failure, criticism, corrections or admonitions as well as male students
from other racial groups. Chi Square was 26.966 with 12 degrees of freedom. This was
statistically significant beyond the .05 level of significance. Thus, this hypothesis was
rejected.
Table 36 shows the results of responses ofteachers on the Behavioral Academic Self-
Esteem Rating Scale IBASE SurveyV Social Attraction Component by the teachers’ mother’s
education level.
Table 36. Responses on the Behavioral Academic Self-Esteem Rating Scale IBASEV
Social Attraction Component by Family Background
Some Grade School
Mother’s Educational Level
Hieh School Grad. Some Colleee College Grad. Total
Afncan-American 29 77 43 41 190
Asian 16 48 28 18 110
Caucasian 25 46 44 28 143
Hispanic 9 23 31 10 73
Multi-Racial 5 19 19 9 4
Total 84 213 165 102 564
Chi Square Tests
Value df Sienificance
Pearson Chi Square 18.598 12 .099
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Table 36 reports 84 responses from teachers whose mothers had some grade school,
213 from mothers who were high school graduates, 165 with some college and 102 responses
from mothers who were college graduates. The responses for the male students are 190
African-American, 110 Asian, 143 Caucasian, 73 Hispanic and 48 Multi-racial. Teachers did
not perceive the male students differently in the social attraction component. Chi Square for
these data was 18.598 with 12 degrees of freedom. This was not statistically significant
beyond the .05 level of significance. Thus, this hypothesis was accepted.
Table 37 shows the results of responses ofteachers on the Behavioral Academic Self-
Esteem Rating Scale (BASE SurveyV Self-Confidence Component by the teachers’ mother’s
education level.
Table 37. Responses on the Behavioral Academic Self-Esteem Rating Scale IBASEV
Self-Confidence Component by Family Background
Some Grade School
Mother’s Educational Level
Hieh School Grad. Some Colleee College Grad. Total
Afiican-American 23 36 46 32 137
Asian 18 49 39 23 127
Caucasian 30 60 47 27 164
Hispanic 4 35 17 8 64
Multi-Racial 12 33 16 12 73
Total 85 213 165 102 565
Chi Square Tests
Value df Sisnificance




The responses for the male students are 137 African-American, 127 Asian, 164 Caucasian,
64 Hispanic and 73 Multi-racial. Teachers perceived Caucasian male students portrayed
more self-confidence than Afiican-American male students. This was statistically significant
beyond .05 level of significance. Thus, this hypothesis was rejected.
Table 38 shows the results of responses of teachers on the Behavioral Academic Self-
Esteem Rating Scale (BASE Surveyl by the teachers’ mother’s education level. Table 38
reports 561 responses from teachers whose mothers had some grade school, 1,420 from
mothers who were high school graduates, 1,100 with some college and 691 responses from
mothers who were college graduates. The responses for the male students are 936 African-
American, 918 Asian, 925 Caucasian, 515 Hispanic and 478 Multi-racial.
t
Table 38. Responses on the Behavioral Academic Self-Esteem Rating Scale tBASEV
by Family Background
Mother’s Educational Level
Some Grade School High School Grad. Some College College Grad. Total
Afncan-American 134 354 241 207 936
Asian 128 375 258 157 918
Caucasian 160 331 270 164 925
Hispanic 68 188 181 78 515
Multi-Racial 71 172 150 85 . 478
Total 561 1420 1100 691 3772
Chi Square Tests
Value df Sienificance
Pearson Chi Square 31.651 12 .002
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Teachers whose mothers had some grade school, were high school graduates and some
college perceived Caucasian and Asian male students more favorably than African-American
male students. Teachers whose mothers were college graduates perceived African-American
male students more favorably. The Chi Square was 31.651 with 12 degrees of freedom. This
was statistically significant beyond .05 level of significance. Thus, this hypothesis was
rejected.
H06: There is no significant difference between teachers’ educational level completed
and teachers’ perception ofAfrican-American male students. The data for this hypothesis is
presented in Tables 39 through 44 and the paragraphs which follow:
Table 39 shows the responses of teachers on the Behavioral Academic Self-Esteem
Rating Scale IBASE SurveyV Student Initiative Component by the teachers’ educational
level.
Table 39. Responses on the Behavioral Academic Self-Esteem Rating Scale IBASEV
Student Initiative Component by Teachers’ Educational Level
Bachelors Masters Specialist Doctorate Total
Afncan-American 55 2 6 62
Asian 152 37 7 7 203
Caucasian 144 21 8 9 182
Hispanic 35 6 5 46
Multi-Racial 46 14 7 4 71




Pearson Chi Square 29.225 12 .004
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Table 39 reported 432 held bachelor degrees, 78 master degrees, with 24 specialist
degrees and 30 doctorate degrees. The responses for the male students are 62 African-
American, 203 Asian, 182 Caucasian, 46 Hispanic and 71 Multiracial. The bachelor’s,
master’s, specialist and doctorate degree holders considered African-American male students
to show less student initiative than males of the Asian and Caucasian racial groups. Chi
Square was 28.225 with 12 degrees of freedom. This was statistically significant beyond the
.05 significance level. Thus, this hypothesis was rejected.
Table 40 shows responses ofteachers on the Behavioral Academic Self-Esteem Rating
Scale (BASE Surveyl: Social Attention Component by the teachers’ educational level. Table
40 reports 846 held bachelor’s degrees, 148 master’s degrees, 46 specialist and 71 doctorate
degrees.
Table 40. Responses on the Behavioral Academic Self-Esteem Rating Scale IBASEV
Social Attention Component by Teachers’ Educational Level
Bachelors Masters Specialist Doctorate Total
African-American 213 38 14 8 273
Asian 210 20 8 17 255
Caucasian 197 26 12 14
'
249
Hispanic 122 34 7 19 182
Multi-Racial 104 30 4 13 151
Total 846 148 46 71 1110
Chi Square Tests
Value df Significance
Pearson Chi Square 34.486 12.001
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The responses for the male students are 273 African-American, 255 Asian, 249 Caucasian,
182 Hispanic and 151 Multi-racial. All teachers perceived Asian and Caucasian male students
as having more social attention than African-American male students. Teachers from all
»
educational levels perceived Asian and Caucasian male students as adjusting and fitting into
the classroom environment better than Afiican-American male students. Chi Square reported
34.486 with 12 degrees of freedom. This was statistically significant beyond the .05
significance level. Thus, the hypothesis was rejected.
Table 41 shows responses ofteachers on the Behavioral Academic Self-Esteem Rating
Scale (BASE Surveyl: Success/Failure Component by the teachers’ educational level.
Table 41. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASE):
Success/Failure Component by Teachers’ Educational Level
Bachelors Masters Specialist Doctorate Total
Afiican-American 154 95 13 19 281
Asian 148 20 8 18 203
Caucasian 145 15 4 5 169
Hispanic 117 14 9 10 150
Multi-Racial 94 21 6 14 135




Pearson Chi Square 79.964 12 000
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Table 41 reports 658 held bachelor’s degrees, 174 master’s degrees, 40 specialist and 66
doctorate degrees. The responses for the male students are 281 African-American, 203
Asian, 169 Caucasian, 150 and 135 Multiracial. Teachers from all levels perceived African-
American male students as not coping with failure successfully, taking criticism or corrections
well and any other responses that could be perceived as negative. Chi Square reported
79.964 with 12 degrees of freedom. This was statistically significant beyond the .05
significance level. Thus, the hypothesis was rejected.
Table 42 shows responses ofteachers on the Behavioral Academic Self-Esteem Rating
Scale (BASE Survey): Social Attraction Component by the teachers’ educational level. Table
42 reports 366 held bachelor’s degrees, 136 master’s degrees, 24 specialist and 39 doctorate
degrees.
Table 42. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASEl:
Social Attraction Component by Teachers’ Educational Level
Bachelors Masters Specialist Doctorate . Total
African-American 86 85 11 8 190
Asian 82 19 3 6 no
Caucasian 119 16 3 5 143
Hispanic 51 8 5 9 73
Multi-Racial 26 7 2 11 48
Total 366 136 24 39 564
Chi Square Tests
Value df Sienificance
Pearson Chi Square 103.847 12 .000
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The responses for male students are 190 African-American, 110 Asian, 143 Caucasian, 73
Hispanic and 48 Multi-racial. Bachelors, masters, specialist and doctorate degrees perceived
Asian and Caucasian male students as having more social attraction to their peers than
African-American male students. Teachers perceived the Asian and Caucasian male students
played or worked together better than African-American male students. Chi Square reported
103.847 with 12 degrees of freedom. This was statistically significant beyond the .05
significance level. Thus, the hypothesis was rejected.
Table 43 shows responses ofteachers on the Behavioral Academic Self-Esteem Rating
Scale (BASE Surveyl: Self-Confidence Component by the teachers’ educational level. Table
43 reports 423 held bachelor’s degrees, 78 master’s degrees, 24 specialist and 39 doctorate
degrees.
Table 43. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASE):
Self-Confidence Component by Teachers’ Educational Level
Bachelors Masters Specialist Doctorate Total
Afncan-American 105 23 5 3 136
Asian 97 12 4 14 127
Caucasian 123 21 10 10 164
Hispanic 43 8 5 8 64
Multi-Racial 55 14 0 4 73
Total 423 78 24 39 564
Chi Square Test
Value df Significance
Pearson Chi Square 22.569 12 000
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The responses for male students are 136 African-American, 127 Asian, 164 Caucasian, 64
Hispanic and 73 Multiracial. Teachers from all levels perceived Asian and Caucasian male
students as having more self-confidence than Afiican-American male students. Teachers
perceived these students could verbalize better when communicating. Chi Square reported
*
22.569 with 12 degrees of freedom. This was statistically significant beyond the .05
significance level. Thus, the hypothesis was rejected.
Table 44 shows responses ofteachers on the Behavioral Academic Self-Esteem Rating
Scale (BASE Survey! by the teachers’ educational level. Table 44 reports 2,373 held
bachelor’s degrees, 420 master’s degrees, 178 specialist and 256 doctorate degrees. The
responses for the male students are 693 Afiican-American, 808 Asian, 794 Caucasian, 472
Hispanic and 460 Multi-racial.
Table 44. Responses on the Behavioral Academic Self-Esteem Rating Scale
(BASEi by the Teachers’ Educational Level
Bachelors Masters Soecialist Doctorate Total
Afiican-American 529 74 43 47 693
Asian 610 104 36 58 808
Caucasian 612 89 43 50 794
Hispanic 320 68 30 54 472
Multi-Racial 302 85 26 47 460
Total 2373 420 178 256 . 3227
Chi Square Tests
Value df Sienificance
Pearson Chi Square 42.318 12 .000
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Teachers from all levels perceived Asian and Caucasian male students more favorably than
African-American male students. Chi Square reported 42.318 with 12 degrees of freedom.
This was statistically significant beyond the .05 significance level. Thus, the hypothesis was
rejected.
H07: There is no significant difference between teachers’ family location and
teachers’ perception of Afiican-American male students. The data from this hypothesis is
presented in Table 45 through 50 and the paragraphs which follow:
Table 45 shows the responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale (BASE Survey): Student Initiative Component by the teachers’ family location.
Table 45. Responses on the Behavioral Academic Self-Esteem Rating Scale tBASEV
Student Initiative Component by Teachers’ Family Location
Urban Suburban Rural Total
Afiican-American 109 126 36 273
Asian 93 149 13
•
255
Caucasian 97 140 30 267
Hispanic 63 95 24 182
Multi-Racial 46 88 17 151
Total 408 600 120 1126
Chi Square Tests
Value df Sienificance
Pearson Chi Square 16 988 8 .030
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Table 45 reports 408 teachers from urban locations, 600 suburban and 120 rural. The
responses for the male students are 273 African-American, 255 Asian, 267 Caucasian, 182
Hispanic and 151 Mult-iracial. Teachers whose family location was from urban and rural
locations concurred that African-American male student initiative was more prevalent than
initiative from males from other ethnic groups. Suburban locations perceived Asian and
Caucasian male student initiative was more prevalent. Chi Square reports 16.988 with 8
degrees of freedom. This was statistically significant beyond the .05 level of significance.
Thus, the hypothesis was rejected.
Table 46 shows responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale (BASE Survey): Social Attention Component by the teachers’ family location.
Table 46 reports 204 teachers from urban locations, 300 suburban and 60 rural.
Table 46. Responses on the Behavioral Academic Self-Esteem Rating Scale IBASRV
Social Attention Component by Teachers’ Family Location
Urban Suburban Rural Total
African-American 19 31 3 53
Asian 77 108 27 212
Caucasian 69 90 23 182
Hispanic 12 30 4 46
Multi-Racial 27 41 3 71
Total 204 300 60 564
Chi Square Tests
Value df Sienificance
Pearson Chi Square 9.707 8 .286
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The responses for the male students were 53 African-American, 212 Asian, 182 Caucasian,
46 Hispanic and 71 Multiracial. Teachers did not perceive any differently on the social
attention component. Chi Square reports 9.707 degrees with 8 degrees of freedom. This was
not statistically significant beyond the .05 level of significance. Thus, the hypothesis was
«
accepted.
Table 47 shows responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale (BASE Survey!: Success/Failure Component by the teachers’ family location.
Table 47 reports 340 teachers from urban locations, 470 suburban and 100 rural.
Table 47. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASEV
Success/Failure Component by Teachers’ Family Location
Urban Suburban Rural Total
Afncan-American 106 127 20 253
Asian 74 99 30 203
Caucasian 67 85 17 169
Hispanic 45 90 15 150
Multi-Racial 48 69 18 135
Total 340 470 100 910
Chi Square Tests
Value df Sienificance
Pearson Chi Square 12.273 8 139
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The responses for the male students are 253 African-American, 203 Asian, 169 Caucasian,
150 Hispanic ans 135 Multi-racial. Teachers did not perceive any differently on the
success/failure component. Chi Square reports 12.273 degrees with 8 degrees of freedom.
This was not statistically significant beyond the .05 level of significance. Thus, the hypothesis
was accepted.
Table 48 shows responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale (BASE Surveyl: Social Attraction Component by the teachers’ family location.
Table 48 reports 204 teachers from urban locations, 300 suburban and 58 rural.
Table 48. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASEV
Social Attraction Component by Teachers’ Family Location
Urban Suburban Rural Total
African-American 75 93 20 188
Asian 42 57 11 110
Caucasian 55 75 13 143
Hispanic 20 47 6 73
Multi-Racial 12 28 8 46
Total 204 300 58 562
Chi Square Tests
Value df Significance
Pearson Chi Square 9 156 8 139
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The responses for the male students are 188 African-American, 110 Asian, 143 Caucasian,
73 Hispanic and 46 Multiracial. Teachers perceived all male students as being able to play
and work together with other students. Chi Square reports 9.156 degrees with 8 degrees of
freedom. This was not statistically significant beyond the .05 level of significance. Thus, the
hypothesis was accepted.
Table 49 shows responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale IBASE Survey!: Self-Confidence Component by the teachers’ family location.
Table 49 reports 204 teachers from urban locations, 300 suburban and 60 rural. The
responses for the male students are 136 Afiican-American, 127 Asian, 164 Caucasian, 64
Hispanic and 73 Multi-racial.
Table 49. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASEV
Self-Confidence Component by Teachers’ Family Location
Urban Suburban Rural Total
Afncan-American 43 77 16 136
Asian 53 64 10 127
Caucasian 69 75 20 164
Hispanic 16 44 4 64
Multi-Racial 23 40 10 73
Total 204 300 60 564
Chi Square Tests
Value df Sisnificance
Pearson Chi Square 14 492 8 070
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Teachers perceived male students about the same in the self-confidence component. Chi
Square reports 14.492 degrees with 8 degrees of freedom. This was not statistically
significant beyond the .05 level of significance. Thus, the hypothesis was accepted.
Table 50 shows responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale (BASE Surveyl by the teachers’ family location. Table 50 reports 1,360
teachers from urban locations, 1.970 suburban and 298 rural. The responses for the male
students are 903 African-American, 967 Asian, 925 Caucasian, 515 Hispanic and 478 Multi¬
racial. Teachers from all locations perceived Asian and Caucasian male students more
favorably than African-American male students. Chi Square reports 18.368 with 8 degrees
of freedom. This was statistically significant beyond the .05 level of significance. Thus, the
hypothesis was rejected.
Table 50. Responses on the Behavioral Academic Self-Esteem Rating Scale
(BASEl by Teachers’ Family Location
Urban Suburban Rural Total
African-American 352 456 95 903
Asian 339 477 91 907
Caucasian 357 465 103 925
Hispanic 156 306 53 515
Multi-Racial 156 266 56 478
Total 1360 1970 398 3728
Chi Square Tests
Value df Sienificance
Pearson Chi Square 18.368 8 .019
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H08: There is no significant difference between teaching experience and teacher
perception ofAfiican-American male students. The data in this hypothesis is presented in
Tables 51 through 56 and the paragraphs which follows:
Table 51 shows responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale (BASE Survey!: Student Initiative Component by the teachers’ experience.
Table 51 reports 312 teachers with 5 or less years’ teaching experience, 270 with 6-10 years,
282 with 11-15 years, 162 with 16-20 years and 102 with more than 20 years’ teaching
experience.
Table 51. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASEV
Student Initiative by Teaching Experience
5 or less 6-10 vrs. 11-15 vrs. 16-20 vrs 20 & More Total
Afiican-American 89 58 63 41 22 273
Asian 68 84 64 21 18 255
Caucasian 73 56 75 41 22 . 267
Hispanic 43 41 40 35 23 182
Multi-Racial 39 31 40 24 17 151
Total 312 270 282 162 102 1128
Chi Square Tests
Value df Sienificance
Pearson Chi Square 32.508 16 .009
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The responses for the male students are 273 African-American, 255 Asian, 267 Caucasian,
182 Hispanic, 151 Multi-racial. Teachers with 5 or less and 16-20 years perceived African-
American male students to have more student initiative. Teachers with 6-16 years of
experience and those with more than 20 years perceived Asian, Caucasian and Hispanic male
students as showing more initiative. Chi Square reported 32.508 with 16 degrees of freedom.
This was statistically significant beyond the .05 significance level. Thus, the hypothesis was
rejected.
Table 52 shows responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale (BASE Survey): Social Attention Component by the teachers’ experience. .
Table 52. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASET
Social Attention Component by Teaching Experience
5 or less 6-10 vrs. 11-15 vrs. 16-20 vrs 20 & More Total
African-American 12 15 15 5 6 53
Asian 47 59 47 44 13 210
Caucasian 63 42 33 29 15 182
Hispanic 9 7 21 2 7 46
Multi-Racial 25 12 25 1 8 71
Total 156 135 141 81 49 562
Chi Square Tests
Value df Sisnificance
Pearson Chi Square 51.959 16 000
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Table 52 reports 156 teachers with 5 or less years’ teaching experience, 135 with 6-10 years,
141 with 11-15 years, 81 with 16-20 years and 49 with more than 20 years’ teaching
experience. The responses for the male students are 53 African-American, 210 Asian, 182
Caucasian, 46 Hispanic, and 71 Multi-racial. All teachers perceived Asian and Caucasian
male students as having more social attention towards and being more compatible with their
peers. Chi Square reported 51.959 with 16 degrees of freedom. This was statistically
significant beyond the .05 significance level. Thus, the hypothesis was rejected.
Table 53 shows responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale (BASE SurveyV Success/Failure Component by the teachers’ experience.
Table 53. Responses on the Behavioral Academic Self-Esteem Rating Scale TBASEV
Success/Failure by Teaching Experience
5 or less 6-10 vrs. 11-15 vrs. 16-20 vrs 20 & More Total
Afncan-American 86 81 37 34 24 282
Asian 50 46 47 40 20 203
Caucasian 48 41 51 25 4 169
Hispanic 38 36 47 10 17 150
Multi-Racial 38 19 32 26 20 135




Pearson Chi Square 57.588 16 000
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Table 53 reports 250 teachers with 5 or less years’ teaching experience, 225 with 6-10
years, 214 with 11-15 years, 135 with 16-20 years and 85 with more than 20 years’ teaching
experience. The responses for the male students are 282 African-American, 203 Asian, 169
Caucasian, 150 Hispanic and 135 Multi-racial. Teachers with 1-10 years of experience and
those with more than 20 years perceived African-American male students as not being able
to take criticism or corrections as well as their other male counterparts. Chi Square reported
57.588 with 16 degrees of freedom. This was statistically significant beyond the .05
significance level. Thus, the hypothesis was rejected.
Table 54 shows responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale IBASE SurvevV Social Attraction Component by the teachers’ experience.
Table 54. Responses on the Behavioral Academic Self-Esteem Rating Scale IBASEV
Social Attraction by Teaching Experience
5 or less 6-10 vrs. 11-15 vrs. 16-20 vrs 20 & More Total
African-American 56 52 42 26 13 189
Asian 34 25 35 12 4 ' 110
Caucasian 35 36 36 24 9 140
Hispanic 20 13 20 9 11 73
Multi-Racial 12 9 8 10 10 49
Total 157 135 141 81 47 561
Chi Square Tests
Value df Significance
Pearson Chi Square 45.594 16.000
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Table 54 reports 157 teachers with 5 or less years’ teaching experience, 135 with 6-10 years,
141 with 11-15 years, 81 with 16-20 years and 47 with more than 20 years’ teaching
experience. The responses for the male students are 189 African-American, 110 Asian, 140
Caucasian, 73 Hispanic and 49 Multiracial. All teachers that perceived African-American
male students’ company was sought by their peers and they were able to work and play
together with other students. Chi Square reported 45.594 with 11 degrees of freedom. This
was statistically significant beyond the .05 significance level. Thus, the hypothesis was
rejected.
Table 55 shows responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale (BASE Survey!: Self-Confidence Component by the teachers’ experience. .
Table 55. Responses on the Behavioral Academic Self-Esteem Rating Scale tBASEl:
Self-Confidence Component by Teaching Experience
5 or less 6-10 vrs. 11-15 vrs. 16-20 vrs 20 & More Total
Afncan-American 37 25 43 17 9 131
Asian 48 20 30 13 16 127
Caucasian 42 41 43 28 10 164
Hispanic 12 21 11 10 6
*
64
Multi-Racial 17 23 14 13 6 73
Total 156 130 141 51 51 559
Chi Square Tests
Value df Sienificance
Pearson Chi Square 32.306 16 .000
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Table 55 reports 156 teachers with 5 or less years teaching experience, 130 with 6-10 years,
141 with 11-15 years, 51 with 16-20 years and 51 with more than 20 years’ teaching
experience. The responses for the male students are 131 African-American, 127 Asian, 164
Caucasian, 64 Hispanic and 73 Multi-racial. Teachers perceived that Asian and Caucasian
male students portrayed more self-confidence than Afncan-American male students. Chi
Square reported 32.306 with 16 degrees of freedom. This was statistically significant beyond
the .05 significance level. Thus, the hypothesis was rejected.
Table 56 shows responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale (BASE Survey) by the teachers’ experience. Table 56 reports 1,041 teachers
with 5 or less years’ teaching experience, 895 with 6-10 years, 915 with 11-15 years, 540
with 16-20 years and 334 with more than 20 years’ teaching experience.
Table 56. Responses on the Behavioral Academic Self-Esteem Rating Scale
IBASEl by Teaching Experience
5 or less 6-10 vrs. 11-15 vrs. 16-20 vrs 20 & More Total
African-American 280 231 200 123 74 908
Asian 247 234 223 130 71 905
Caucasian 261 216 238 147 60 922
Hispanic 122 120 139 66 68 515
Multi-Racial 131 94 115 74 61 475
Total 1041 895 915 540 334 3725
Chi Square Tests
Value df Sienificance
Pearson Chi Square 46 030 16 .000
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The responses for the male students are 908 African-American, 905 Asian, 922 Caucasian,
515 Hispanic and 475 Multiracial. Teachers with 5 or less and more than 20 years perceived
African-American male students more favorably. Teachers with 6-20 years perceived Asian
and Caucasian male students more favorably than African-American male students. Chi
Square reported 46.030 with 16 degrees of freedom. This was statistically significant beyond
the .05 significance level. Thus, the hypothesis was rejected.
H09; There is no significant difference between the location of school and teacher
perception ofAfiican-American male students. The data from this hypothesis are presented
in Table 57 through 62 and the paragraphs which follow:
Table 57 shows the responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale (BASE Survey): Student Initiative Component by the teachers’ area.
Table 57. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASE):
Student Initiative Component bv Teachers’ Area
North South Total
Afncan-American 122 151 273
Asian 139 116 255
Caucasian 128 139 267
Hispanic 77 105 182
Multi-Racial 56 94 150
Total 522 605 1127
Chi Square Tests
Value df Sienificance
Pearson Chi Square 13 503 4 .009
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Table 57 reports 522 teachers’ schools were located in the north and 605 in the south.
The responses for the male students are 273 African-American, 255 Asian, 267 Caucasian,
182 Hispanic and 150 Multiracial. Teachers from the north perceived Asian and Caucasian
male students as showing more student initiative. Teachers from the south perceived African-
American male students as showing more student initiative. Chi Square reports 13.503 with
4 degrees of freedom. This was statistically significant beyond the .05 level of significance.
Thus, the hypothesis was rejected.
Table 58 shows the responses from teachers on the by the teachers’Behavioral
Academic Self-Esteem Rating Scale tBASE Survey!: Social Attention Component area.
Table 58 reports 261 teachers’ schools were located in the north and 303 in the south.
Table 58. Responses on the Behavioral Academic Self-Esteem Rating Scale tBASEV
Social Attention Component by Teachers’ Area
North South Total
Afiican-American 19 34 53
Asian 94 118 212
Caucasian 95 87 182
Hispanic 27 19 46
Multi-Racial 26 45 71
Total 261 303 564
Chi Square Tests
Value df Sienificance
Pearson Chi Square 10 722 4 .030
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The responses for the male students are 53 African-American, 212 Asian, 182 Caucasian, 46
Kspanic and 71 Multiracial. Teachers from the north and south perceived African-American
male students as being able to adjust to the classroom environment. They compared other
male students as adapting to the classroom environment with less amount ofproblems. Chi
Square reports 10.722 with 4 degrees of freedom. This was statistically significant beyond
the .05 level of significance. Thus, the hypothesis was rejected.
Table 59 shows the responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale (BASE Surveyl: Success/Failure Component by the teachers’ area. Table 59
reports 434 teachers’ schools were located in the north and 505 in the south. Thus, the
hypothesis was rejected.
Table 59. Responses on the Behavioral Academic Self-Esteem Rating Scale (BASEV
Success/Failure Component by Teachers’ Area
North South Total
African-American 138 145 283
Asian 103 100 203
Caucasian 66 103 169
Hispanic 60 90 150
Multi-Racial 67 87 134
Total 434 505 939
Chi Square Tests
Value df Significance
Pearson Chi Square 9.001 4 .009
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The responses for the male students are 283 African-American, 203 Asian, 169 Caucasian,
150 Hispanic and 134 Multi-racial. Teachers perceived African-American male students
success/failure in school was more significant than male students of other racial groups. Chi
Square reports 9.001 with 4 degrees of freedom. This was statistically significant beyond the
.05 level of significance.
Table 60 shows the responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale (BASE Survey!: Social Attraction Component by the teachers’ area. Table 60
reports 261 teachers’ schools were located in the north and 303 in the south.
Table 60. Responses on the Behavioral Academic Self-Esteem Rating Scale IBASEV
Social Attraction Component by Teachers’ Area
North South Total
Afiican-American 89 101 190
Asian 58 52 no
Caucasian 57 56 143
Hispanic 35 38 73 t
Multi-Racial 22 26 48
Total 261 303 564
Chi Square Tests
Value df Significance
Pearson Chi Square 4319 4 .009
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The responses for the male students are 190 African-American, 110 Asian, 143 Caucasian,
73 Hispanic and 48 Multi-racial. Teachers from the north and south perceived African-
American male students as being able to work and play with other groups more successfully
than other racial groups. Chi Square reports 4.319 with 4 degrees of freedom. This was
statistically significant beyond the .05 level of significance. Thus, the hypothesis was rejected.
Table 61 shows the responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale (BASE SurveyV Self-Confidence Component by the teachers’ area. Table 61
reports 261 teachers’ schools were located in the north and 303 in the south.
Table 61. Responses on the Behavioral Academic Self-Esteem Rating Scale fBASET
Self-Confidence Component by Teachers’ Area
North South Total
Afncan-American 54 82 136
Asian 60 67 127
Caucasian 76 88 164
Hispanic 37 27 64
Multi-Racial 34 39 73




Pearson Chi Square 5 838 4 .009
100
The responses for the male students are 136 African-American, 127 Asian, 164 Caucasian,
64 Hispanic and 73 Multi-racial. Teachers from the north and south perceived Caucasians
males as portraying more self-confidence than other racial groups. Chi Square reports 5.838
with 4 degrees of freedom. This was statistically significant beyond the .05 level of
significance. Thus, the hypothesis was rejected.
f
Table 62 shows the responses from teachers on the Behavioral Academic Self-Esteem
Rating Scale (BASE Surveyl by the teachers’ area. Table 62 reports 1,739 teachers’ schools
were located in the north and 2,019 in the south.
Table 62. Responses on the Behavioral Academic Self-Esteem Rating Scale
(BASEl by Teachers’ Area
North South Total
Afncan-American 422 513 935
Asian 454 453 907
Caucasian 422 503 925
Hispanic 236 279 515
Multi-Racial 205 271 476
Total 1739 2019 3758
Chi Square Tests
Value df Significance





The responses for the male students are 935 African-American, 907 Asian, 925 Caucasian,
515 Hispanic and 476 Multi-racial. Teachers from the north and south perceived all racial
male groups the same. Chi Square reports 7.874 with 4 degrees of freedom. This was not
statistically significant beyond the .05 level of significance. Thus, the hypothesis was
accepted.
Table 63 the combined significance of each null hypothesis. Table 63 reports null
hypotheses 1, 5, 6, 7, and 8 as showing significance at the .05 level. Teachers perceived male
racial groups substantially differently. Null hypotheses 2, 3, 4, 8, and 9 did not show any
significance at the .05 level.
Table 63. Master Table ofHvpotheses
HO Value df Significance
HOI Male & Female Comparison 5348.854 16 *.000
H02 Teacher Gender 4.092 4 .394
H03 Teacher Age 6.368 8 .606
H04 Teacher Race 11.116 8 .195
H05 Teacher Family Background:
Father: 23.030 12 *.027 '
Mother: 31.651 12 *.002
H06 Teacher Educational Level 42.318 12 *.000
H07 Teacher Family Location 18.368 8 *.019
H08 Teacher Experience 46.030 16 *.000
H09 Teacher School Location Area 7.874 4 .096
* Denotes hypothesis significance.
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Summary
The focus of this chapter was to present statistical analysis to the data with respect
to each null hypotheses and its respective findings. The findings and the data analysis
regarding teacher perception of Afiican-American male students were presented in the
chapter. Data pertinent to the research questions and null hypotheses were analyzed and
presented. An overview placing in broad perspective the chapter’s chief finding is presented
in Chapter VI, with conclusions and recommendations.
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CHAPTER VI
FINDINGS, CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS
Introduction
This descriptive study investigated the teacher perception of African-Americ’an male
students within the Fulton County School System. There is a very diverse school population
in Fulton County. The study focused on teachers in the northern and southern portions of
Fulton County. More specifically, the study was designed to examine whether there were
differential perceptions based on the ethnicity of students. The aim of this study was to
examine specifically teacher perceptions ofAfiican-American male students.
The population for this study was elementary classroom teachers employed in the
Fulton County School System at a total of 19 sites. There were eight sites located in the
northern portion ofFulton County and eleven located in the southern portion. The school
sites were chosen on the basis of levels of student population by ethnic mixture designated
as high and low concentration ofAfncan-American students.
Analysis ofFindings
1. There is no significant difference between the perception held by teachers of male
students fi'om different ethnic groups and female students from different ethnic groups.
This hypothesis was rejected at the .05 level of significance.
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2. There is no significant difference between teacher gender and teacher perception'of
Afiican-American male students. This hypothesis was accepted at the .05 level
of significance.
3. There is no significant difference between teacher age and teacher perception ofAfrican-
American male students. This hypothesis was accepted at the .05 level of significance.
4. There is no significant difference between teacher race and teacher perception of
Afncan-American male students. This hypothesis was accepted at the .05 level
of significance.
5. There is no significant difference between teacher’s family background and teacher
perception ofAfncan-American male students. This hypothesis was rejected at
the .05 level of significance.
6. There is no significant difference between teacher’s educational level completed and
teacher perception ofAfncan-American male students. This hypothesis was rejected at
the .05 level of significance.
7. There is no significant difference between teacher’s family location and teacher
perception ofAfiican-American male students. This hypothesis was rejected at the
.05 level of significance.
8. There is no significant difference between teaching experience and teacher perception
ofAfncan-American male students. This hypothesis was rejected at the .05 level
of significance.
9. There is no significant difference between the location of school and teacher perception.
This hypothesis was accepted at the .05 level of significance.
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Conclusions
The following research questions related to this study included:
1. How do teachers perceive African-American male students?
2. Do teachers perceive African-American male students differently from females
or other ethnic male groups?
3. Do the social characteristics of teachers, i.e., gender, age, race, family background,
educational level completed, family location and teaching experience influence
their perception ofAfrican-American male students?
4. Does location of school have any effect on the perception ofAfrican-American
male students?
Research Question #1; How do teachers perceive African-American male students?
In general, the data compiled stated teachers have a more positive evaluation ofAsian
and Caucasian male students than male students ofthe African-American race. The difference
between the evaluations of Asian and Caucasians compared to African-American male
t
students was statistically different in the areas of receiving less parental support, least likely
to ask questions when he does not understand, least able to make decisions regarding things
that effect him, less likely to be quiet in class, speak in turn and talk appropriately. Teachers
on the other hand felt African-American male students’ company was sought more by peers.
The implication of these data is that teachers hold a less positive perception of the
African-American male student and that this perception is significantly different from that of
either the Asian or the Caucasian student. The teachers tended to view the Asian and
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Caucasian student essentially the same, but significantly different from the African-American
male student. These data also suggest regardless of the racial composition of the student
body of the school in which African-American male students are located, teachers hold the
same perception.
Research Question #2: Do teachers perceive African-American male students
differently from females or other ethnic male groups?
Teachers perceived that Asian males and females compared to African-American male
students were more willing to show more self-esteem and independence in activities, adapt
more easily to changes in procedures, speak in turn, be quiet in class, cooperate with other
children, deal with mistakes or failures easily and comfortably, take criticism or corrections
in stride without overreacting and have high self-esteem. Comparing African-American males
to Caucasian males and females the teachers perceived Caucasian males and females showed
more initiative towards new ideas relative to classroom activities and projects and talked
appropriately about his or her school accomplishments.
Afiican-American males compared to females and other males ofethnic groups ranked
the highest as least likely to ask questions when he or she does not understand. The teachers
also felt this ethnic group was less likely to complete homework assignments, attend school
regularly, receive parental support, act as a leader in group situations or appreciate his work,
work products and class activities. In contrast to this, the teacher perceived Afiican-
American males’ company was sought by his peers more than females or other males of ethnic
groups.
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Research Question #3: Do the social characteristics ofteachers, i.e., gender, age, race,
family background, educational level completed, family location and teaching experience
influence their perception ofmale students?
The social characteristics of the teachers weighed a great deal on how African-
American male students were perceived. Teachers’ gender, race, family background,
educational level completed, family location and teaching experience all showed significance
at the .05 significant level. Teachers’ gender, age, race family background and family location
showed less significance than the demographics ofthe teachers’ educational level and teaching
experience. These two demographics showed significance in all of the components of student
initiative, social attention, success/failure in school, social attraction and the self-confidence
component.
Research Question #4: Does location of school have any effect on the perception of
African-American male students?
Teachers from the northern part of Fulton County perceived Asian and Caucasian
«
male students as showing more student initiative than teachers from the southern portion.
Also, conclusively, teachers from the north and south perceived African-American male
students as not being able to adjust to the classroom environment compared to other males
students.
The findings investigated teachers’ perception of Afiican-American male students.
The data indicated teachers held significantly different perceptions of students based on their
ethnicity. One conclusion of the results was teachers held a more favorable evaluation of
Asian and Caucasian male students than that of African-American male studentjs. The
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teachers continuously viewed the Asian and Caucasian male student essentially the same and
the African-American male student as greatly different. The conclusion of this data.implied
that all teachers, regardless of the racial composition of the student body of the school in
which they were located, held the same perception ofAfrican-American male students.
Caucasian and Asian male and female students ranked slightly higher and more
favorably on the majority of the questions than African-American males. African-American
female students also ranked higher than African-American male students. The teachers did
perceive African-American male students as having their company sought more by their peers.
The data also proved the shorter and longer the teaching experience, the more favorable the
evaluation ofAfrican-American male students. Teachers from the northern portion ofFulton
County along with the southern portion teachers perceived Caucasian and Asian male
students more favorably than African-American male students.
Implications
The implications ofthis study suggest that teachers make value judgments of children
based on the social characteristics of the teacher, student initiative, student social attention,
success/failure in school, social attraction and the student’s self-confidence. African-
t
American males in today’s American society face manymajor challenges to their development
and well-being. Social and economic indicators of African-American male student
development provide a profile of an individual whose quality of life is in a detrimental
situation. Studies have demonstrated that gender of students has an effect on the teacher’s
treatment ofthe student. From this study, the perception ofHispanic male students was also
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extremely negative. The literature has also indicated that young African-American and
Hispanic males may be molded to view themselves less positively than their peers from the
expectations and behavior of their teachers and those in society.
Rosenthal’s (1968) Self-fulfilling Prophecy reported that teachers’ expectations not
only produced measurable performance changes in children, but these expectations were
communicated to the students in subtle vocal and visual nuances ofwhich many teachers were
unaware. In the context ofthis prophecy, young Afiican-American male students may indeed
fit the profile of underachieving students with behavior problems by the time puberty is
reached. Teachers believing that certain students are smarter than others may teach in ways
that help promote their beliefs. Teacher attitudes and opinions regarding students have a
*
significant influence on their success in school. What the teacher perceives about the student
can be an important factor that influence the student’s learning and school attitudes.
Recommendations
This study focused on teacher perception of Afiican-American male students. This
study has proven the need for teacher attitudes and school environments to be changed. This
study highlighted the need for specific efforts in programming to change school personnel
attitudes and create school environments which are as free ofprejudicial beliefs and negative
attitudes toward African-American male students.
Developing the necessary attitudes and sensitivities essential to educating African-
American male students may include:
1. Teacher training programs need to be required by the school district which
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provide student information regarding an appreciation for cultural differences
to include culture, history and learning styles.
2. Further research into the area of the suspension and disciplinary actions
ofAfrican-American male students should be considered. African-American
male students were perceived less favorably than other male groups.
Therefore, teachers who submit enormous discipline referrals on
African-American male students should be given frequent administrative
observations for the purpose ofanalyzing the classroom climate, noting
teacher/student interaction and recommending improvement in areas needed.
3. This study should be replicated on the middle school and high school level with
a concerted effort made to increase the number of teachers participating. This
study may conclude a different outcome depending on the grade level achieved
by the African-American male student.
4. School systems should provide appropriate role models to interact with African-
American children at all grade levels and school levels. Such role models
should come from colleges and African-American adult males in the community.
5. School systems should provide a curriculum that is flexible and creative to meet
the educational needs of the African-American male student to achieve
academically in all areas.
6. Further research in this area should provide for revision of the BASE
Survey instrument to show common directions for all items.
Ill
Summary
The findings from this study suggested that teachers’ attitudes towards Afncan-
American male students contribute to their disproportionate suspensions occurring in school
systems across America. This study has also proven that Caucasian and Asian male students
are seen more favorably than Afncan-American male students regardless of the racial
composition of the school. Positively, teachers saw the Afiican-American male student’s
company as being sought by their peers more than other male ethnic groups.
The expressed opinions and comments during the study proved the underlying
»
undertone teachers have regarding Afiican-American male students. Comments ranged from
“I am highly offended by this useless study” to “I have never judged my students any
differently, I see them all in the same manner.” Their vulnerability to open their true feelings
may have been a contributing factor to their failure to cooperate. The teachers in the
designated schools were very poor in returning the survey. Some schools refused to
participate due to the sensitivity ofthe subject. It is further suggested that another factor for
the low response may have been the sensitive nature of the study which dealt with ethnicity
groups. The survey was also considered a “forced choice” survey where the subjects had to
select a racial group for “no opinion” was not a category of selection. Problems such as this
may imply that teachers hold feelings towards this racial group which they want to keep
hidden. Exposing such beliefs may definitely prove racial bias.
In conclusion, Afncan-American male students face major challenges in today’s
society. This ethnic group’s quality of life is in serious jeopardy. From how the teachers
perceive them in this study, it is apparent there is a series of obstacles in their attempts to
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attain academic, career and personal success. There are numerous negative statistics
surrounding this group which have proven to be a detriment to African-American males.
Therefore, a concerted effort should be made to open doors for this group by preservicing
teachers and initializing programs which will motivate these children into becoming




BEHAVIORAL ACADEMIC SELF-ESTEEM SURVEY
(Revised)
COOPERSMITH & GILBERTS BEHAVORIAL ACADEMIC SELF-ESTEEM SURVEY
(Revised)
Instructions: In referring to the male gender, please Circle the number of the ethnic group
that best describes your response.I.Student Initiative
1. Which child is more willing to undertake new tasks.
2. Which child is least able to make decisions regarding
things that affect him/her, e.g., establishing goals,
making choices regarding "likes" and "dislikes" or
academic interests.
3. Which child shows more self-direction and independence
in activities.
4. Which child shows more initiative towards new ideas
relative to classroom activities and projects.
5. Which child is least likely to ask questions when
he/she does not understand.
6. Which child adapts more easily to changes in procedures.
n. Social Attention
7. Which child will talk appropriately about his/her
school accomplishments.
8. Which child is more likely to be quiet in class, speak
in turn, and talk appropriately.
9. Which child is most likely to cooperate with other
children.
Male Students Female Students
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m. Success/Failure in School
10. Which child is less likely to complete homework assignments.
11. Which child is more likely to deal with mistakes or
failures easily and comfortably.
12. Which child is less likely to attend school regularly.
. 13. Which child is more likely to take criticism or
corrections in stride without overreacting.14.Which child is less likely to receive parental support.
IV. Social Attraction
15. Which child’s company is sought by peers.
16. Which child is least likely to act as a leader in
group situations with peers.





18. Which child readily expresses opinions.
19. Which child is least likely to appreciate his work,
work products and activities.
Male Students Female Students
c: cr
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f „ 1 -If c -i? ,o• o c ^ c ^
•5 -5 # §
1 2 3 4 5 1 2 3 4 5
1 2 3 4 5 1 2 3 4 5
1 2 3 4 5 1 2 3 4 5
1 2 3 4 5 1 2 3. 4 5
123 -4 5 1 2 3 4 5
1 2 3 4 5 1 2 3 4 5
1 2 3 4 5 1 2 3 4 5
1 2 3 4 5 1 2 3 4 5
1 2 3 4 5 ; 1 2 3 4 5





Instructions: Please mark an "X" in the space provided that best describes you or write in your
response. All answers are anonymous and will not be seen by your
employer.
Thank you for your participation and willingness to contribute valuable information to
the survey.
1. Gender; Male Female















5. Educational Level Completed; Bachelor’s Master’s _
Specialist Doctorate
6. Family Location? Urban Suburban Rural7.Number of Years in Teaching Profession?




20 or more years
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